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The purpose of this study was to investigate the factors that impact achievement 
for African-American males in a charter school in hopes of providing insight as well as 
recommendations into effective ways to close the academic achievement gap between 
African-American males and their counterparts, specifically the so-called “achievement 
gap” through examination of leadership and other correlates of a successful school. 
Lastly, the habits of an effective leader and his impact on the belief system, values and 
behaviors in an African-American male charter school and the influence he has on 
teachers, parents and students was examined. 
Thirty participants responded to an online survey sent to teachers, parents and 
students. Two school principals, one past and the other current were interviewed. Data 
was collected through a single bounded longitudinal study for a period of six years.  
A holistic analysis of the entire case was conducted. Through this data collection, a 
detailed description of the case emerged in which detailed such aspects as the history of 
 ii 
the case, the chronology of events, or the day-by-day rendering of the activities of the 
case. After this description, common or emerging themes were identified in an effort to 
identify lessons learned from the case. Qualitative analysis of the data provided evidence 
to support the three themes that emerged from the data collection. This research revealed 
the most important factor in African-American males and achievement is effective 
leadership, without that nothing else matters, with that everything is possible. Qualitative 
analysis of the data revealed the leader must see himself as the instructional leader in his 
school, have a shared belief system that all children can and will learn, and facilitate a 
culture that empowers students and teachers alike.  Results of this research investigation 
provide implications and recommendations for all schools educating African-American 
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The academic achievement gap between African-American students and their 
Caucasian counterparts continues to be one of the most important educational issues in 
our country (Kirp, 2010). This so called achievement gap has drawn a great deal of 
attention in virtually every education policy circle. David Kirp, in his publication entitled 
“The Widest Achievement Gap,” addressed the problem with two separate assumptions. 
One theory was that the potential of black students, like that of white students, is limited 
by their innate intelligence or Intelligence Quotient (IQ), and thus the gap in performance 
reflects the difference between these upper limits. Since both sides believe that the 
reasons for the achievement gap lie almost entirely outside the classroom—and, in many 
cases, beyond the control of students, parents, or teachers—they also contend that 
education reforms focused on changing schools, helping parents, and aiding students 
would be of little use. So, in essence regardless of what reforms and innovative strategies 
are put in place, the results would be futile at best. 
Alfred Binet (1909), the French psychologist best-remembered for developing the 
first widely used intelligence test, vehemently opposed the idea of using an IQ test to 






Some recent philosophers seem to have given their moral approval to these 
deplorable verdicts that affirm that intelligence is a fixed quantity, a quantity that 
cannot be augmented. We must protest and react against this brutal pessimism; we 
will try to demonstrate that it is founded on nothing.  (p. 141) 
The second theory Kirp (2009) addressed is that which has received countless 
hours of research: it contends that black students underperform because they are likely to 
be poor and underprivileged, and that addressing the academic achievement gap, 
therefore, requires first changing the economic and social conditions in which these 
students grew up in, though neither of these theories is rooted in research based evidence. 
Since both sides believe that the reasons for the achievement gap lie almost entirely 
outside the classroom—and, in many cases, beyond the control of students, parents, or 
teachers— they also contend that education reforms focused on changing schools, 
helping parents, and aiding students would be of little use. Both camps are, in essence, 
education-policy fatalists.  
The use of IQ scores as a measurement of intelligence is in direct contradiction to 
Binet’s (1909) original purpose for the test and its findings. He believed that the 
intelligence test he designed had limitations. He believed that intelligence was complex 
and could not be fully captured by a single quantitative measure and that intelligence was 
not fixed. Perhaps most importantly, Binet felt that such measures of intelligence were 
not always generalizable and could only apply to children with similar backgrounds and 
experiences. So, today for educators to use the test to compare the intelligence of students 





this test is contradictory to the creator original purpose, as well as biased and 
presumptive. 
While this ideological debate has dragged on, the facts have begun to tell a 
different story. Just as we have learned more about the nature of the achievement gap, we 
have also learned a great deal about how it might be narrowed. A growing body of 
evidence points to the effectiveness of approaches that incorporate intense individual 
attention for students, support for parents, and a continuum of age-appropriate strategies 
to improve reading and math skills.  
This study used both qualitative and quantitative research methods to illustrate 
deficiencies in both the idea that the intelligence of African-American students is limited 
by their innate intelligence, and that one’s socioeconomic position is a factor in 
determining intelligence and ultimately the ability to compete academically with the 
dominant culture. The researcher sought to further provide evidence that when certain 
variables are evident, specifically effective leadership and attendance at a single-gender 
charter school, black students, particularly African-American males can and do perform 
equal to or better than their white counterparts. 
Table 1 lists what Freyer and Levitt (2010) believed were the benefits of single- 







Benefits of Single-Gender Instruction 
Benefits for Males Benefits for Females 
Benefits for African- 
American and Hispanic 
Males 
Positive Effects of 
Single-Sex Schools 
•  More interest and 
enthusiasm for math 
and science.  
•  More academically 
inclined. 
•  More time studying and 
doing homework.  
•  More time on task in the 
classroom. 
•  More open to discuss 
sensitive issues and 
concerns. 
•  More likely to study 
more advanced levels of 
mathematics and 
science.  
•  More access to 
information on choosing 
careers in mathematics 
and science.   
• Fewer gender 
distractions.  
• More acceptance of 
leadership roles. 
• Increased chance of 
being on the college 
preparatory road.  
• More developed reading 
and writing skills 
• Increased chances of 
graduating from high 
school  
• Able to discuss sensitive 
issues and concerns 
more openly 
• Practice collaborative 
working strategies 
• Fewer gender 
distractions 
• Decreased stereotypical 
views of females 
 
 
• Riordan also has 
discovered that while 
the results of single-sex 
education are apparent 
for girls, these positive 
impacts are even more 
dramatic for African- 
American and Hispanic 
children, male and 
female.  
• The performance of 
African-American and 
Hispanic students in 
single-sex schools is 
stronger on all tests, on 
average scoring almost 
a year higher than 
similar students in 
coeducational settings. 
• Decreased discipline 
referrals. 
• A greater degree of 
order and control  
• The provision of more 
successful role models  




• A reduction of sex bias 
in teacher-student 
interaction  
• A reduction of sex 
stereotypes in peer 
interaction  
• The provision for a 
greater number of 
leadership opportunities  
• A pro-academic 
parent/student choice, 







Most charter schools are public schools of choice. Unlike private schools, they 
receive public funding, cannot charge tuition, and are not allowed to have admissions 
criteria. Also, unlike private schools, many charter schools are subject to most of the 
same state and all federal regulations as traditional public schools. For example, public 
charter schools must participate in the same statewide assessments and accountability 
measure as traditional public schools. They must adhere to the same open admission and 
enrollment standards as well as provide the same resources for students with disabilities 
(SWD) as traditional public schools. With the exception of certain allowable admissions 
preferences, charter schools may not select their students, nor deny admission to any 
applicant provided that there is space for that student within the school’s capacity 
(Georgia Department of Education, 2007). 
There are 115 charter schools in Georgia, not including schools within charter 
systems or school districts. Of the 115 charter schools, there are 97 start-up charter 
schools and 18 conversion charter schools; there are 32 charter systems in Georgia which 
includes 326 schools. In Georgia, there are two types of charter schools: start-up charter 
schools and conversion charter schools (Georgia Charter Schools, 2015). Start-up charter 
schools are either locally-approved charter schools or state-chartered special schools. For 
the purpose of this study, state-chartered special schools were the focus. A state-chartered 
special school is defined as a school that has been approved by the State Board of 






The charter school in which the research was conducted is located in a small 
urban city outside of metro Atlanta. The 372 students in attendance are all male and 99% 
African American, and the school has a 61% free and reduced lunch population. It has a 
college-prep curriculum that focuses on science, technology, engineering, and 
mathematics (STEM), with a thematic integration of aviation and aeronautics.  
 
Statement of the Problem 
It is difficult to overstate the plight of American boys and young men in our 
educational system today. On every measure of educational attainment, they fare the 
worst despite waves of reform, their situation has not changed appreciably in the past 30 
years (Kirby, 2010). That statement leaves little if any hope for improvement. The 2008 
National Assessment of Educational Progress, the federally mandated report card on 
student performance, measured the reading scores of African-American boys in grades 4, 
8, and 12 and reported that eighth grade scores were slightly higher than the scores of 
white girls in fourth grade (Riley, 2008). In math, 46% of African-American boys 
demonstrated “basic” or higher grade level skills, compared with 82% of white boys. On 
the National Education Longitudinal Survey (cited in Riley, 2008), 54% of 16-year-old 
African- American males scored below the 20th percentile, compared with 24% of white 
males and 42% of Hispanic males.  
The Schott Foundation for Public Education’s (2015) fifth biennial report showed 
that the opportunity gap continues to be the greatest for black males of all racial/ethnic 
and gender groups and, while nationally there have been slight increases in their rate of 





graduation outcomes for black males compared to their white counterparts continues to 
widen.  
At the national level, the 2012-13 school year estimates indicate a national 
graduation rate of 59% for black makes, 65% for Latino males and 80% for white males 
(Schott Foundation for Public Education, 2015). These comparisons have led some 
theorists and geneticists to suggest that the huge disparities seen in academic achievement 
are due solely to innate intellectual capacity. 
The Bell Curve authors, Richard Herrnstein and Charles Murray (1994) relied on 
such evidence to argue that government interventions cannot be expected to improve the 
performance of students who are limited by their IQs. Thus the notion of compensatory 
education, which aims to correct for social or economic disadvantages is a waste of time 
and money. A growing body of evidence suggests that this argument is at best incomplete 
(Kirp, 2010).  
Poverty alone does not seem to explain the differences in academic achievement 
in African-American boys either. Poor white boys do just as well as African-American 
boys who do not live in poverty, measured by whether they qualify for subsidized school 
lunch. Only 12% of black fourth–grade boys are proficient in reading, compared to 38% 
of white boys, and only 12% of black eighth-grade boys are proficient in math, compared 
with 44% of white boys (Gabriel, 2010). 
According to Dr. Jawanza Kunjufu (2013), the major player in the educational 
arena is the principal. He is the coach or should be, the coach of the school. In sports it is 





create winning teams. The change the culture of the team. The coach convinces the 
players that they can win. The problem for black boys is that they attend schools where 
leadership is inconsistent. In some schools, students have had principals in four years and 
the school remains ineffective, its culture unchanged (Kunjufu, 2013). 
         Some charter schools are having success moving the needle on achievement when 
effective leadership exists and genders are separated. Anecdotal evidence and school data 
from select charter schools’ campuses across the country suggest that a single-gender 
education can be a tool to help improve the academic progress of students, particularly 
for African Americans and Hispanics, who as a subgroup lag behind their white 
counterparts in achievement (Riordan, 2008). 
 
Purpose of the Study 
Nationally, only about 59% of black males on average graduate in four years. 
Blacks and Latinos also face higher rates suspension and expulsion, which can cause 
them to fall behind in their studies and drop out of school. Reviewing data from the 
National Assessment for Educational Progress (NAEP), which was given to students in 
the fourth and eighth grades, in a 2009 report further showed that black boys on average 
fall behind from their earliest years and black children are twice as likely to live in a 
home where no parent has a job. In high school, African-American boys drop out at 
nearly twice the rate of white boys, and their Scholastic Aptitude Test (SAT) scores on 
average are 104 points lower in critical reasoning. The gap is 120 points in math and 99 





behind white boys by at least 30 points a gap sometimes interpreted as three academic 
grades. 
The most recent review of NAEP (2013) for Grades 3 and 8 reading and 
mathematics outcomes underscores the gaps in access to high quality education resources 
that are consistent with students’ achieving proficiency in core subjects essential to their 
educational success. Grade 8 NAEP data showed that black males trail both their white 
and Latino peers. White males outperform black males in reading by 26 percentage points 
and 32 percentage points in mathematics (Schott Foundation for Public Education, 2015). 
 
Purpose Statement 
We all know many of the grim statistics by heart, the plight of our African- 
American males cannot be overstated. The gap between them and their counterparts starts 
even before school age, and in most cases continue to rise as they matriculate through 
school. Though the future looks bleak, there is a growing movement that is dispelling the 
myths. Many are well known, like reduced class sizes, more time-on-task, and hiring 
highly qualified staff. Charter schools are a growing part of the myth busting. Offering 
charter schools as alternatives has made the difference in many urban cities. Large charter 
systems, such as the Knowledge Is Power Program (or KIPP), a national network of over 
100 schools, enroll poor and mainly minority children and has an enviable track record 
with black adolescent males. KIPP’s success can be largely attributed to three factors: a 
tight link between evaluation and instruction, and a culture of accountability and on-





principals and teachers of these schools go well beyond the call of duty. There is a sense 
of urgency in these schools that begins with the leadership (Kunjufu, 2013). 
According to Kunjufu (2013), among the best single-gender schools for males are 
Eagle Academy for Young Men (New York) and Urban Prep Academies (Chicago). Both 
schools are part of a larger network of schools called the Coalition of Schools Educating 
Boys of Color (COSEBOC). Eagle Academy and Urban Prep are both doing 
commendable work educating young black men (Kunjufu, 2013). 
It is the hope of the researcher that this study will provide insight as well as 
strategies into effective ways to close the academic achievement gap between African- 
American males and their counterparts through examination of leadership and some of 





How can attending a single-gender middle school led by an effective principal, 
specifically a charter school located in metro Atlanta, Georgia for African-
American males increase academic achievement? 
Subquestions 
 
RQ1: What are the habits of an effective principal and what impact do they 
have on achievement?  
RQ2: To what extent is it necessary for students and staff to have a shared 





RQ3: What role does the principal play in the culture of the school and its 
impact on achievement?  
RQ4: What role does parental involvement play in achievement?  
RQ5: What is the impact of teacher quality on achievement? 
RQ6: What role if any, does social economic status have on achievement? 
RQ7: What role if any does innate intelligence have on achievement?  
RQ8: What role does teacher and leader evaluation have on achievement? 
RQ9: What is the impact of school wide accountability on achievement? 
 
Significance of the Study 
 
Single-gender education has been a major source of debate owing to the very real 
and pronounced gender gaps present in U.S. education and across the globe. Males are 
already extremely far behind on measures of performance in reading and English 
language arts. They have been slowly falling behind on a host of other academic areas 
including grades, high school graduation rates, college attendance, and college attendance 
rates. Also, they are more likely to repeat a grade or be diagnosed with a learning 
disability, be suspended and expelled, and much more likely to be involved in the 
criminal justice system. It is reasonable to conclude that boys have concerns that are 
distinct from those that are evident for girls, all of which can be focused on intensively in 
a single-gender environment. 
There are two strands of thinking and research, which supports single-gender 
instructional model. First, research on academic performance suggests that single-gender 





there is evidence that the math achievement of girls increases when they are instructed in 
single-gender environments (Fryer & Levitt, 2010). 
Secondly, available data about factors that may indirectly influence achievement 
(leadership, school engagement, school culture and attitudes about academic subject) 
strongly suggests that in dual-gender environments boys tend to be under-represented in 
leadership positions in every club and school activity, except athletics, they tend to exert 
less effort in academic pursuits, and they tend to be less engaged in school in general 
(Fryer & Levitt, 2010). 
It is the hope of the researcher that this study will provide insight as well as 
strategies into effective ways to close the academic achievement gap between African- 
American males and their counterparts through examination of some of the correlates of 
this school.  
              Single-gender is not a panacea (Kunjufu, 2013). Many schools and districts have 
implemented single-gender only to find the same abysmal test scores if not worse. You 
can not successfully implement single-gender school with a CEO Principal. Single-
gender is not effective with principals who spend more time in the office than they do 
walking the corridors and visiting classrooms. A single-gender program has a better 
chance of succeeding when the principal is committed to being the instructional leader of 
the school (Kunjufu, 2013). 
 
Summary 
In a New York Times article dated November 9, 2010, Dr. Ronald Ferguson, 





evidence that there are racial differences in what kids experience before the first day of 
school. This statement supports the theory that black students underperform because they 
are poor and underprivileged. So, yet again the reasons for the disparities in academic 
achievement are largely the result of causes outside of the classroom. Thus, they are 
beyond the control of the student, teacher, school, or parent.  
Riordan (2008), in a paper presented to the U.S. Department of Education, 
discovered that while the results of single-sex education are apparent for girls, these 
positive impacts are even more dramatic for African-American and Hispanic children, 
male and female. The performance of African-American and Hispanic students in single-
sex schools is stronger on all tests, on average scoring almost a year higher than similar 
students in coeducational settings (Riordan, 2008). 
The researcher hopes the study will offer evidence that will either validate prior 
assumptions or invalidate those assumptions that the potential of black students are 
limited by their innate intelligence and that black students underperform because they are 
likely to be poor and underprivileged. The researcher further hopes that the findings will 
provide insight for effectively teaching African-American male students. The impact of 
this study should acknowledge the differences in effective and ineffective leadership, 
identify the habits of effective leadership, provide research as to the impact of single-
gender classrooms and identify educational processes that are constant in charter schools 







The review of literature found in this section examined research on the impact 
school principals have on academic achievement of African-American males in single-
gender environments, particularly charter schools. The research further provides an 
examination of intelligence theories, particularly the impact of genetics and one’s 
socioeconomic status on academic achievement. The roles of effective leadership, school 
culture, and teacher qualifications are also explored. Lastly, the impact of administrators’ 
belief systems, values, and behaviors in African-American male single-gender schools, 
and the influence they have on teachers, parents, students, and the community are also 
examined. 
 
African-American Males and Single-Gender Environment 
Supporters of single-gender education maintain that offering an all-male or female 
environment allows students to learn in schools free of distractions. With boys out of the 
picture, girls can feel free to ask questions without embarrassment and emerge as leaders. 
With girls out of the classroom, teachers can tailor lessons that focus on the competitive 
nature and curiosity of boys (Dodd, 2015). 
National data exploring whether single-gender education leads to increased 
student achievement, however, is mixed with most formal studies concluding that there is 





better their coeducational counterparts. A 2014 report by the American Psychological 
Association (APA) found that separating genders resulted in little to difference in student 
achievement besides providing only modest advantages in math. The APA report, “The 
Effects of Single-Sex Compared with Coeducational Schooling on Students’ Performance 
and Attitudes; A Meta-Analysis,” analyzed 184 studies testing nearly 2 million K-12 
students from more than 20 nations. The report echoed the findings of a 2005 U.S. 
Department of Education comparison of same-sex and coeducational schools, which also 
found that separating genders does not guarantee student success (Dodd, 2015). 
Nevertheless, scientific evidence does reveal that the brains of girls and boys 
develop at different rates. According to the National Institute of Mental Health, the 
occipital lobe-the region of the brain most associated with visual processing-develops 
faster in girls between the ages of 6 to 10, while boys show the largest growth in this 
region after age 14 (Dodd, 2015). 
Using research on the brain to enhance teaching, some charter schools are having 
success moving the needle on achievement when genders are separated. Anecdotal 
evidence and school data from select charter school campuses across the country suggest 
that a single-gender education can be a tool to help improve the academic progress of 
students, particularly for African Americans and Hispanics, who as subgroups, lag behind 
their white counterparts in achievement (Dodd, 2015). 
Researchers at Stetson University in Florida completed a three-year pilot project 
comparing single-sex classrooms with coed classrooms at Woodward Avenue 





fourth grade at Woodward were assigned to either to single-sex or coed classrooms. All 
relevant parameters were matched: the class sizes were all the same, the demographics 
were the same, and all teachers had the same training. The National Association for 
Single Sex Public Education (cited in Kunjufu, 2015) reported the following results of the 
Florida Comprehensive Assessment Test (FCAT): 
• Boys in coed classes: 37% scored proficient 
• Girls in coed classes: 59% scored proficient 
• Girls in single-sex classes: 75% scored proficient 
• Boys in single-sex classes: 86% scored proficient  (p. 154) 
Pedro Noguera (2010), an author and professor of education at New York 
University who has conducted extensive research on urban schools, documented the 
approach of several single-gender schools serving low-income neighborhoods that are 
narrowing the achievement gap among minorities. Noguera said that their success at 
achieving higher graduation rates than some of their coeducational counterparts is fueled 
by their approach to education more than their single-gender classrooms. Single-gender 
schools for boys often focus on grooming students for future leaders, building 
brotherhood, improving a student’s self-confidence, and providing role models for kids 
(Noguera, 2010).  
Bryant Marks (cited in Dobb, 2015), executive director of Morehouse Research 
Institute, agrees. His single-gender college boasts a six-year graduation rate of 60% for 
black males that is one of the highest in the country and is 25 points higher than the 





single-gender education, “There is an added benefit of role modeling and relationship 
building” (Dodd, 2015).  
When you have a critical mass of back boys and they have limited perception of 
what’s possible—they don’t believe they can go to college or graduate school and 
be a doctor—they are going to perform to that minimal perception if they don’t 
have someone to change their attitude about education. However, students of 
color don’t have to attend a single-gender school to get the same kind of positive 
reinforcement. The key to running a successful single-gender school with 
sustained achievement is basically the same as operating co-educational public 
schools: Offer extended hours and days. Provide breakfast and after school 
homework support. Hire highly qualified teachers who care about the population 
of students they serve. Provide a challenging curriculum with high expectations of 
all students. (p. 3)  
The four-year graduation rate in 2012 for the Bronx Eagle Academy was higher than the 
city and state average. Eagle seniors graduated at a rate of 67.5% compared to the 
citywide average that year of 64.7%. Eagle also out-paced the state average for boys, 
which was 59.9% (Dodd, 2015). 
For five consecutive years, 100% of high school seniors in Chicago graduated 
from Urban Prep’s Englewood and West campuses and were accepted to four year 
colleges. The state average graduation rate that same year was about 70% (Dodd, 2015). 





contention that single-sex schools may be more effective academically than mixed sex 
schools, especially for minorities and white females” (p. 6).    
The existence of “youth cultures” serves as obstacles to the co-existence of an 
“academic culture” in schools.  In all male schools, there is an accompanying high degree 
of order and discipline, which mitigates or counterbalances the youth culture. Single-sex 
schooling provides boys and girls with a greater number of successful role models of 
their own sex. Schools for African-American males may be particularly helpful in 
developing appropriate male bonding, transition to productive manhood, Afrocentric 
cultural inoculation, identity, academic values and social skills, parent and community 
strengthening, and a safe haven.  
Single-sex schools provide a greater number of leadership opportunities. Single-
sex schools are characterized by a set of values generally shared by parents, students, and 
teachers. These values stress the importance of education. Single sex schooling provides 
students access to the full range of educational curricula. Throughout the world, boys are 
channeled into mathematics and science, while girls are directed toward courses in 
languages and humanities. In predominately black/Hispanic schools in America, the 
covert channeling process occurs in reverse: minority males are directed away from a 
more demanding academic curriculum. 
Teacher-student interaction in the classroom differs systematically by sex. Single-
sex schooling also provides elimination of sex stereotypes in peer instruction. Males and 





Riordan (2008) also discovered that while the results of single-sex education are 
apparent for girls, these positive impacts are even more dramatic for African-American 
and Hispanic children, male and female. The performance of African-American and 
Hispanic students in single-sex schools is stronger on all tests, on average scoring almost 
a year higher than similar students in coeducational settings. Other benefits of single-sex 
schools include: 
• A greater degree of order and control. 
• The provision of more successful role models. 
• A reduction of sex differences in curriculum and opportunities. 
• A reduction of sex bias in teacher-student interaction. 
• A reduction of sex stereotypes in peer interaction. 
• The provision for a greater number of leadership opportunities.  
• A pro-academic parent/student choice, which is required by single-sex 
schools.  
Riordan concluded that African-American and Hispanic students’ attendance at single-
sex schools significantly increases their test scores, leadership behaviors, and 
environment control.  Black males attain a significantly higher degree of gain than 
Hispanic males on the leadership variable (Riordan, 2008).  
  In general, the data suggest that girls are better students: they get better grades, 
they complete more homework, they are more engaged in school, and they have fewer 





engaged in school overall, which in turn may be a result of the inability of schools to 
tweak instruction to their unique learning styles.   
 
Charter Schools 
Prior to Hurricane Katrina, Louisiana created a “recovery school district” aimed at 
placing the state’s poorest performing schools under the governance of the state rather 
than their local districts. Most were in New Orleans. After the hurricane, when the city’s 
infrastructure was upended, the district became the de-facto school district for New 
Orleans-and the district in turn relaunched all of its schools as charter schools, giving 
school autonomy to every principal in charge for results. This autonomy, or ability to 
make decisions best for students, is one of the most appealing aspects of charter schools.  
As Rhonda Dale stated (cited in Rees, 2015), the principal of Sci Academy put it, 
before the hurricane, she could hope for the best for the students who came to her class, 
but she couldn’t impact the entire system. Rhonda worked hard, but hard work was not 
the expectation at her school. Now, as principal of a charter school, she can select 
teachers who are as driven as she is. She does not have to wait for the district bureaucracy 
to send her a teacher a month before school starts; she gets to decide who is going to be 
the best fit for her students. This freedom is at the core of New Orleans success (Rees, 
2015). Some of the most ambitious efforts to address the underachievement of African-
American boys and young men have involved broad, systemic reforms—carefully 
conceived and clearly articulated transformations of entire school districts that are 





The best documented example is that of Montgomery County, Maryland— 
located just outside Washington, DC, whose experience was described by Childress, 
Doyle, and Thomas (2009) in their book, Leading for Equity. The Montgomery County 
school district encompasses two demographically different communities, one composed 
almost entirely of white and Asian professional families—residing in neighborhoods that 
school authorities refer to as the green zone—and another composed of mainly poor and 
minority families who live in what the school district labels the red zone. Since the late 
1990s, Montgomery County has put enormous effort into greening the red zone. The 
statistics tell a story of considerable accomplishment (Kirby, 2010). On each of a dozen 
metrics, from kindergarten reading evaluations to SAT scores, there has been 
improvement among all racial and ethnic groups in Montgomery County’s schools. And 
by almost every measure, black as well as Hispanic students have narrowed the 
achievement gap. For instance, in 2009, 95% of third graders in the county scored at the 
proficient or advanced level on the state reading test, among them 80% of black children, 
a 100% improvement since 2003. More than 94% of white and 79% of black third-grade 
students scored at these levels in math; in six years, African-American children narrowed 
the racial gap in math from 22 to 16 percentage points (Kirp, 2010). 
In high school, 74% of black students took the SAT in 2009, compared with 66% 
in 2006 again shrinking the gap with white students, whose participation rate rose from 
82% to 84%. The number of advanced placement (AP) exams taken by African-
American students almost tripled between 2003 and 2009 (the number taken by whites 





or higher (on a scale of one to five; three is the minimum score accepted for credit by 
most colleges). That is twice as many such scores in six years, compared with an increase 
of 40% for whites during the same period, though one-third is still well below the 61% 
national average for students of all races (Kirp, 2010). 
System-wide reform drove these results. The preschool-to-12th-grade “pipeline” 
(Kirp, 2010) in Montgomery County starts with a pre-kindergarten curriculum that 
emphasizes literacy and numeracy; a uniform, evidence-based curriculum is in place 
through high school. Student evaluation is ongoing, with regular feedback and coaching 
for teachers and tutoring for students who are falling behind. High-school students are 
pushed to take the SAT exam and advanced placement courses in order to increase their 
odds of being admitted to good colleges. Across the district, many schools have been 
transformed from a 9 a.m. to 3 p.m., 180-days-a-year operation into community hubs that 
are open during evenings, weekends, and summers (Kirp, 2010). 
As cited by David Kirp, Montgomery County has some unique advantages, 
especially its wealth. Although it has both high-income and low-income populations and 
is racially mixed, its wealthy residents are very wealthy. It is the 11th richest county in 
the nation, and in 2012 had a median household income of $94,000, almost twice the 
national average (United States Census Bureau, 2012). Thus the county's substantial 
property-tax base has given administrators serious money to work with. Yet it is worth 
noting that the public-school systems in Montgomery County and the neighboring 
District of Columbia both spent about $15,000 per student in the 2007-2008 school year, 





investment, the District of Columbia has performed dismally. Montgomery County’s 
success, therefore, suggests that a thoughtfully conceived, capably managed, and well-
funded set of reforms can make a major difference (Kirp, 2010). 
Such efforts, however, have often proved difficult to scale up beyond the school-
system level. Several comprehensive school-reform strategies—which entail changing 
curricula as well as restructuring evaluation and teaching practices—have shown 
decidedly mixed results. As Janet Quint and colleagues (cited in Kirp, 2010) at the 
Manpower Development Research Corporation reported in 2005, interventions with good 
results in one locale often flop when tried elsewhere. 
According to Kirp (2010), there have been a few promising exceptions. For 
example, “Success for All,” a school-wide, first-through-fourth-grade strategy that 
emphasizes improvement in reading skills, has largely overcome these implementation 
problems. Since its launch in Baltimore in 1987, the program has been used with more 
than a million students in some 1,600 schools across the country; almost all of the schools 
have been located in high-poverty communities, and about half of the students have been 
black. Evidence of the program’s overall effectiveness in boosting reading scores, not just 
while children are participating in the program, but for several years afterward, has been 
confirmed in more than 40 evaluations, including a national randomized experiment. The 
biggest gainers are low-achieving and minority students. The minority-white achievement 
gap is actually halved in the typical “Success for All” school district. An unpublished 
analysis carried out at my request by Johns Hopkins University psychologist Robert 





found that, on average, black males participating in “Success for All” gained between one 
month and four months of reading ability (a level of improvement comparable to that of 
black females) (Kirp, 2010, pp. 55-68). 
Kirp asked the question, Why might “Success for All” work so well for black 
male students? Close attention to the particular needs of each student is the centerpiece of 
the program’s educational model. Unlike in most schools, where what happens in the 
classroom stays in the classroom, teachers in “Success for All” programs regularly 
discuss with one another how each student is performing. The reading classes are 
grouped by achievement, not grade level, and are taught by someone other than the 
student’s regular classroom teacher, so that more than one teacher is intimately familiar 
with each student. Students who are struggling academically receive extra tutoring. Each 
school has a parent coordinator whose job is to engage families, enlist their support, and 
help them with pressing concerns like access to social services. The key elements of 
“Success for All” are precisely the interventions that, from pre-school to high school, turn 
out to be most helpful in meeting the unique needs of African-American boys (Kirp, 
2010). 
Over the past two decades, charter schools have emerged as a fixture in the 
nation’s education landscape. Publicly funded but privately run, they come in many 
shapes and sizes. In fact, they are nothing if not diverse, with some in the inner city and 
others in the countryside; some, members of a larger network and others stand-alone 
institutions. As such, there is no single type of charter school. Precisely because of the 





from traditional public schools. Some have availed themselves of this freedom and shown 
marked success; others have had disappointing results. In a Hamilton Project paper, Fryer 
(2012) identified five educational practices from high-performing charter schools and 
provides a case study of how those practices were implemented in traditional public 
schools: focusing on human capital, using student data to drive instruction, providing 
high-dosage tutoring, extending the time on task, and establishing a culture of high 
expectations. These five elements come from an extensive study of what makes select 
New York City charter schools successful and experiments in Houston and Denver show 
that these practices can be implemented in public schools effectively and with significant 
impact on student achievement. Moving forward, Fryer outlined a plan to expand this 
approach to similar schools across the country while experimenting with combinations of 
reforms to better understand what works for different schools (Fryer, 2012).  
One of the best examples of charter schools that make the development of 
character and self-discipline an important part of students' education are systems such as 
the Knowledge Is Power Program (KIPP), a national network of 99 schools, and Green 
Dot Public Schools, an organization that runs 19 inner-city high schools in Los Angeles 
and New York. Both KIPP and Green Dot enroll poor and mainly minority children, and 
both have an enviable track record with black adolescent males. Their success can be 
attributed partly to the strategies used in Montgomery County and many of the “Success 
for All” schools: a tight link between evaluation and instruction, and a culture of 
accountability and ongoing self-examination (Kirp, 2010). But the explicit emphasis on 





Although these schools are open to all, the fact that students must apply for 
admission—rather than being admitted automatically, as is the case in most public 
schools—makes comparisons tricky. Yet even taking into account the possible 
differences in students’ and parents’ levels of motivation, the academic performance gap 
between these charter schools and public schools that serve similar students is striking. At 
a Green Dot school in one of the poorest neighborhoods in Los Angeles, for instance, 
68% of the African-American male students graduated in four years, matching the 
national average for all high-school students. By comparison, at one nearby high school, 
only 9% of black males graduated on time, and at another, only 3% did so. At a KIPP 
Academy in the South Bronx—one of the worst-off sections of New York City—86% of 
eighth-grade students scored at grade level in math in 2006, compared with 16% of all 
eighth graders in the community. “I think we have to teach work ethic in the same way 
we have to teach adding fractions with unlike denominators,” says Dacia Toll, co-CEO of 
Achievement First, which operates successful inner-city charter schools in Connecticut 
and Brooklyn, New York. “But once children have got the work ethic and the 
commitment to others and to education down, it's actually pretty easy to teach them”  
(Tough, 2006, para. 40). 
It is unlikely that charters like Green Dot and KIPP can be replicated on a scale 
big enough to "tip" public education nationwide. Still, says Toll, these schools “change 
the public conversation from ‘you can't educate these kids’ to ‘you can only educate these 
kids if....’ ” (Tough, 2006, para. 48). When it comes to closing the achievement gap, this 





            Tim King (cited in Kunjufu, 2013), the founder of Urban Prep in Chicago and 
David Banks, the founder of Eagle Academy in New York have both done commendable 
work with young African-American males. Eagle Academy has several campuses in the 
New York area, but the flagship campus is located in Brooklyn. New York City required 
students to pass five Regents Exams to graduate from high school. One hundred percent 
of eighth readers took three Regents Exams in June 2011. Seventy-five percent of them 
passed. Twenty-six of the same class passed the Algebra I Regents Exam while in the 
seventh grade. When boys entered Eagle in the sixth grade, only 17% were reading at 
grade level. As of June 11, 2011, 84% were reading on or above grade level, received an 
A on the Department of Education report card, was the only school in District to receive 
an A, and outperformed 85% of the schools in New York City; Eagle Academy 
maintained a 95% attendance rate (The Eagle Academy Foundation, 2011). 
              Urban Prep was founded in 2006 and is located in the poorest neighborhood in 
Chicago, Englewood. Only 4% of the school’s first freshman class was reading at grade 
level when they entered. Four years later, the 107 graduating seniors were all accepted 
into four-year colleges. This success was repeated the next year (Kunjufu, 2012). Before 
Urban Prep, the assumption in the city of Chicago and nationwide has been that African- 
American males were poor students. There was something wrong with them. There is 
nothing wrong with black male students, but something is definitely wrong with 
classrooms that are designed for white females, but populated by black male students 





explain the success of Fulton Leadership Academy, Eagles, Urban Prep, and the larger 
Coalition of Schools Educating Boys of Color (COSEBOC)? 
 
The Impact of Effective Leadership 
According to Baruti K. Kafele (2010) in his article, Teaching Black Male 
Students, principals face endless challenges every day. The overall success of their 
schools is predicated in large part on the decisions that principals make to address those 
challenges, which include budgetary issues, facility issues, behavioral issues, and 
personnel issues. But academic achievement lies at the core of everything that principals 
do. If unsound academic decisions are made, everything else is for naught (Kafele, 2010). 
 In the book, Handbook of Instructional Leadership-How Successful Principals 
Promote Teaching and Learning, authors Blasé and Blasé (2004) examined the extent 
which supervisory behavior and practices impact teachers’ classroom instruction, thus 
academic achievement. In a study conducted by Rosemary Taylor (2010), the researcher 
examined the impact school culture and behaviors or habits of school leaders have on 
academic achievement. 
Improving student achievement as measured by standardized assessments is 
realized when the district and school leadership creates an organizational culture 
committed to all students learning at a high level. This means that all students—English 
language learners (ELL), special education students, students of poverty, as well as 
below-grade-level and above-grade-level performers—are all expected to achieve at a 
high level. The culture is reflected with evidence such as a philosophy of inclusion, rather 





rigorous learning. Another example would be that ELL students are taught on grade level 
curriculum and are scaffolded to success with evidence-based instruction instead of being 
taught on the level of their English acquisition, which may be years behind their grade 
level and retard their content learning (Taylor, 2010). 
Taylor’s research further revealed schools and districts show this commitment not 
only in their words but in their actions. In an interview and data study of 62 leaders of 
schools and districts in 10 states data revealed that leaders’ implemented second order 
change related to student learning. Second order change is deep, requiring substantial 
rethinking of problems and their solutions, unlike first order change that is more typical 
and incremental. Across all of the leaders there were consistencies regardless of the grade 
level of students served, geographic location, or student demographics (Taylor, 2010). 
Taylor identified Leader action themes, which were consistent where student 
achievement improved. According to Taylor making decisions in the best interest of 
student learning, stimulating intellectual growth, strategizing for consistency, expecting 
and supporting collaboration, effective use of data and teacher effectiveness are some of 
the identified action themes. 
 
Make Decisions in the Best Interest of Student Learning 
 
The first step in creating a learning focused culture is for decisions to be aligned 
with this commitment. There are districts, such as Seminole County Public Schools in 
Florida, where district budgeting initiates with studying student achievement data and 





drives the budget needs, rather than each department submitting budget requests that may 
or may not support improvements in learning. 
At the school level, principals weigh each decision against the question “Is it in 
the best interest of students’ learning?” When this question guides decision making, it 
becomes the cultural norm—the way we do things. A non-example of this culture would 
be that faculty with longevity might have priority in decision making or certain parents 
are particularly influential. A positive example would be that the school is reorganized to 
facilitate learning for all students to leverage the expertise of teachers to support each 
other’s consistency with evidence-based instruction and a curriculum that is aligned 
horizontally and vertically. Perhaps the most skillful teachers teach the students who are 
the furthest below grade level in mathematics and reading. 
 
Stimulate Intellectual Growth of Yourself and Others 
 
Stimulating intellectual growth aligned with the target change is consistent with 
schools and districts where the culture is focused on all students learning at a high level. 
Leaders develop expertise in the target change—such as literacy, mathematics or data-
based decision making—and lead the professional development of others as well as fully 
participate. They may lead study groups on grading, or book studies, or give mini-lessons 
on higher levels of thinking. Professional development becomes embedded in the daily 
work, is collaborative, and expected (Taylor, 2010). 
 
Strategize for Consistency 
 
Strategizing for consistency within the district or school is essential to having a 





the school and district levels visit classrooms, provide feedback, and coach each other to 
be more effective. They have authentic conversations with subordinates about 
performance and are clear about expectations, such as using student data to make 
instructional decisions. “Show me your data. What instructional decisions you have made 
based on the data? What will you do now?” is a common query from elementary, middle, 
and high school leaders. They create systems (like weekly newsletters highlighting and 
celebrating results) to maintain the focus on what is most important (Taylor, 2010). 
 
Expect and Support Collaboration 
 
Collaboration is a non-negotiable expectation. Structure is developed to support 
collaboration and time is set aside for professional learning communities (PLC), grade 
level teams, and departments. A team may be studying an important concept such as 
grading or the value of zeros, trying out new practices, and determining if improvement 
in learning is affected. At two high schools in the research, the mathematics departments 
implemented mastery learning allowing students to retake exams and receive full credit; 
this change resulted in more highly motivated students learning the mathematics 
concepts, knowledge, skills, and grades. These leaders hold the collaborative teams 
accountable for collaboration by attending the meetings, reviewing minutes, and 
increasing the accountability for collaboration each year until teams are setting goals at 
the beginning of the year and reporting results at the end of the year. 
 
Expect Data-Based Decision Making at the Teacher Level 
 
For data to be used at the teacher level it must be timely, include monitoring data 





formal assessment results may be a surprise and certainly will arrive too late to change 
instruction. Schools and districts that are not making improvements in student 
achievement rarely have the expectation, support, or system for teachers to understand 
and use data-based decision making for instruction and differentiation of instruction on a 
regular basis. 
Data meetings, including the administrators and teachers, have the purpose of 
supporting improvement of classroom instruction and differentiation for individual 
students. Paula St. Francis stated in her data meetings, “Look to the right, look to the left 
and see if there is a colleague who you want to ask a question of that will help your 
students’ learning” (Taylor, 2010, para. 9). Paula’s intention is for teachers whose 
students are making more improvements than others to provide assistance to those whose 
students are not quite as successful—based on up to date student data. 
To facilitate use of data, schools and districts implemented data management 
systems that are easily accessible by teachers, administrators, and parents. Quickly, 
leaders can search for students to view their daily grades and attendance. Furthermore, 
families have real time access to their student’s performance. Data management systems, 
like the one described, make data-based decision making easy for all of the stakeholders 




Research indicates that teacher preparation/knowledge of teaching and learning, 
subject matter knowledge, experience, and the combined set of qualifications measured 





have questioned the role of teacher preparation as a key to teacher effectiveness. It is time 
to separate fact from fiction, truth from myth about teacher preparation. Most of the 
research findings on pre-service teacher preparation are consistent with common sense 
and the experience of those in the classroom. Here are five key findings from the existing 
research on teacher preparation: 
• Teacher preparation helps candidates develop the knowledge and skill they 
need in the classroom.   
• Well prepared teachers are more likely to remain in teaching.  
• Well prepared teachers produce higher student achievement.  
• Leading industrialized nations invest heavily in preservice teacher 
preparation.   
• Studies on unprepared and underprepared teachers versus fully prepared 
teachers consistently show that the students of teachers who are prepared 
show stronger learning gains. (National Council for Accreditation of Teacher 
Education [NCATE], 2015, para. 3)  
Goldhaber (2006) analyzed 10 years of student test scores linked to individual classrooms 
and teachers. He examined over 700,000 student records in grades 4-6 and the licensing 
records for almost 24,000 teachers. Goldhaber found that teacher education makes a 
difference. He concluded that “students of teachers who graduate from a North Carolina-
approved training program outperform those whose teachers do not” (NCATE, 2015, 
para. 9) [i.e., those who get a degree from an alternative state program or a program from 





education in North Carolina are effective. A distinguishing characteristic of North 
Carolina institutions is a 1980s state requirement that all be National Council for 
Accreditation of Teacher Education (NCATE) accredited; only two states have had such 
a longstanding requirement. 
Studies on underprepared teachers working with at-risk students vividly 
demonstrate how we are failing our most vulnerable students. Researchers, after 
randomly assigning students in 17 high-poverty schools to a Teach for America (TFA) 
teacher or a non-TFA teacher, administered a standardized test. They then compared the 
performance of the students of TFA and non-TFA teachers. Although initially claims 
were made that TFA teachers were more effective than the other novice teachers, an 
analysis by the Center for Teaching Quality (formerly the Southeast Center for Teaching 
Quality) reached a different conclusion. The Center demonstrated that the results showed 
that neither TFA nor the other novice teachers in the control group were able to 
substantially or significantly increase student achievement. The Center also brought to 
light that the novice control group teachers actually had less teacher preparation than 
their TFA counterparts in the study (all TFA teachers had at least four weeks of student 
teaching, but over half the novice control group teachers had no student teaching 
experience at all) (NCATE, 2015, para. 9-10)  
The Center for Teaching Quality noted in its analysis: “The findings illustrate the 
failed teaching policies that plague our nation’s urban schools.” The student achievement 
of both TFA teachers and the control group was “abysmal.” For example, the 





14th percentile for the control group and increased at the same rate (from the 
14th percentile to the 15th percentile) for TFA teachers. Thus only 15% of the students 
were reading at an acceptable level. The percentage was about the same in math—both 
unacceptable teaching outcomes, and both groups of students were taught by individuals 
not adequately prepared (NCATE, 2015, para. 10). It is clear that teachers need 
continuing professional development on the most effective ways to educate students, 
particularly African-American males. One key element of professional development is 
the need for reflective practice. The need for reflective practice, defined by Blasé and 
Blasé (2004) is founded on the assumption of one’s professional performance can result 
in considerable improvement of performance. Specifically, reflection on teaching has 
been advocated by many as a means to question teaching/learning events in order to bring 
one’s teaching actions to a conscious level, to interpret the consequences of one’s actions, 
and to conceptualize alternative teaching actions (Blasé & Blasé, 2004). Osterman (1990, 
cited in Blasé & Blasé, 2004) identified three purposes of reflection: greater self-
awareness, development about a new knowledge about professional practice, and a 
broader understanding of problems confronting practitioners. 
Carrie Lam (2016), Academic Director, Teacher and Workshop Leader offered 
her thoughts on the importance of teacher reflection:  
An effective teacher reflects on their teaching to evolve as a teacher. Think about 
what went well and what you would do differently next time. You need to 
remember that we all have ‘failed’ lessons from time to time. Instead of looking at 





education and learning is ongoing. There is always more to learn and know about 
in order to strengthen your teaching skills. Keep reflecting on your work and 
educating yourself on what you find are your ‘weaknesses’ as we all have them! 
The most important part is recognizing them and being able to work on them to 
improve your teaching skills (Lam, 2016, para. 11). 
 
School Culture 
Principals know that creating a school culture that ensures positive outcomes for 
students is not easily done. They also understand that creating a strong school culture 
requires an “all hands on deck” approach to meeting the needs of the school 
community—culture cannot be created or changed by any one person. Yet, bringing staff, 
teachers and parents together to do the work of the school is not easy. Doing this requires 
the skill of a strong leader and a highly competent manager. This suggests that leaders 
must be concerned both with organizational functions typically attributed to leadership – 
working on sustained system improvement and enticing and empowering staff to achieve 
top performances, as well as with organizational functions typically credited to 
management, working within the system and organizing regularized and predictable 
operations (Kruse & Louis, 2009). 
Creating strong cultures requires administrators to address daily operations and 
long term adaptive planning and vision simultaneously. As a consequence, principals 
must be prepared to manage and lead, often in the same meeting and with the same 
people. How? Smart leaders do this by including teachers, staff, parents and other 





What can we see when we look at a school where administrators are doing both, 
and who are, at the same time, engaging professional colleagues and others with a clear 
stake in school success? We see individuals and administrative teams that: 
• Focus on stimulating, energizing and coordinating professional activity within 
the school;  
• Span boundaries to include external stakeholders to build support and gather 
resources for student learning;  
• Create an environment of mutual responsibility and accountability for 
supporting students and creating change;  
• Build links between older practices and ways of thinking and the future;  
• Develop professional community and organizational learning with the specific 
intention of changing their school culture;   
• Sustain a vision of schooling that emphasizes dignity and changing lives;   
• Adopt an attitude of serving as well as doing; and 
• Remain focused on long-term strategic goals while attending to the daily tasks 
and activities that ensure smooth operations. (Kruse & Louis, 2009) 
This is a long list of tasks. Which of these are management, and which are leadership? 
Can one person or even a small team do all of these things every day? Clearly not, except 
in the most extraordinary cases. The only way that this agenda can be carried out is to 
intensify leadership so that responsibility for developing and maintaining a vital school 
culture is widely shared among all of the stakeholders. This means, of course, that more 





the school administrator as the “buck stops here kind of guy (or gal)” needs to radically 
shift. As the tasks of leadership and management become more blurred, opportunities to 
intensify leadership abound. If attending to the complexity of these issues is too much for 
one person—and we believe that it is—then school leaders must look to others to carry 
out these roles. In this way, the culture becomes strengthened through the shared creation 
of what it means to be part of the school and how the work of the school gets done (Kruse 
& Louis, 2009). 
Intensification of leadership is our term to describe an approach to changing the 
cultural conditions that affect teaching and learning. We are not advocating the 
abandonment of instructional leadership: principals clearly need to understand and 
support what teachers do in classrooms in order to help create the conditions that allow 
them to be more effective. Intensification of leadership acknowledges the existing reality 
that there are already multiple leaders in any school, and offers a roadmap to integrate 
these influences into a more coherent and less contradictory message (Kruse & Louis, 
2009). 
There is a fundamental problem, however: you cannot control your school’s 
culture. Most of the people—teachers, students, and parents—who collectively determine 
what the school’s culture is like have limited incentive to listen to you. Managing a 
school’s culture is not dependent on the authority that you have based on your position, 
but can only be affected by increasing your influence over behaviors, beliefs, 
relationships, and other complex dynamics present in the school that are often 





A school’s culture is characterized by deeply rooted traditions, values, and beliefs, 
some of which are common across schools and some of which are unique and embedded 
in a particular school’s history and location. Culture informs the ways in which things get 
done around here and, just as importantly, frames how change efforts are perceived. 
Based in accumulated experiences, a school’s rules and regulations, policies and 
procedures, whether written or informal, are the lasting artifacts of old organizational 
lessons. Improving culture is not an end in itself, but the means by which school leaders 
can address the goals of student progress and achievement (Kruse & Louis, 2009). 
 
Shared Belief System 
Changing schools can make some difference, but what about changing the 
mindsets of students themselves? Some remarkable research in recent years has shown 
that students’ theories and beliefs about intelligence can play a powerful role in how they 
assess their own learning capacity. If they believe that intelligence is fixed and outside 
their control, “they pay an emotional tax that is a form of intellectual emasculation” (p. 
68), as psychologists Catherine Good, Joshua Aronson, and Michael Inzlicht put it in a 
recent study—thus becoming more likely to give up and disengage from learning (cited 
in Kirp, 2010). 
According to Kirp (2010), the good news is that this destructive psychological 
dynamic can be reversed. When students appreciate the fact that intelligence is malleable, 
and therefore within their control, they grow inclined to work harder—and naturally 
perform better in school. According to Aronson and several colleagues (cited in Kirp, 





shows the plasticity of intelligence have “reported greater enjoyment of the academic 
process, greater academic engagement, and obtained higher grade point averages than 
students in the control group” (p. 69). Moreover, Aronson and his fellow researchers 
reported, “While white students benefited to some extent from this effort to change 
students' mindsets, the benefits to black males were far more substantial” (p. 69).  What 
is remarkable about the findings of Aronson et al. is how little exposure to such material 
is required to improve students’ perceptions. Just three sessions in which intelligence was 
presented as malleable “created an enduring and beneficial change. [Students] reported 
enjoying and valuing academics more and they received higher grades” (p. 69). What 
works for college students can also work for middle-school students; their beliefs about 
the nature of intelligence can be changed, and that change can improve their performance 
in school. According to Kirp, psychologists Lisa Blackwell and Kali Trzesniewski (cited 
in Kirp, 2010) have demonstrated that when children who believe intelligence to be 
immutable are taught (in just four class sessions) about how learning changes the brain, 
they set higher learning goals, are more likely to think that making an effort can pay off, 
are more motivated to succeed—and do significantly better in math. Blackwell and 
Trzesniewski concluded, “Theories of intelligence can be manipulated in real world 
contexts and have a positive impact on achievement outcomes” (p. 69). 
Initiatives designed to change students’ attitudes more generally—not just 
attitudes about their own potential, but attitudes about the value of work, discipline, and 
education—can also make a real difference. Here, charter schools have been at the 





boys often do so by stressing old-fashioned character education, which they regard as a 
prerequisite for academic success. Preliminary research supports this contention: A 2006 
study of 164 mostly African-American eighth graders, carried out by psychologists 
Angela Duckworth and Martin Seligman, examined the correlation between students’ 
grade-point averages and their IQ scores, and then looked at the correlation between their 
GPAs and scores on a test that measures self-discipline. The self-discipline test 
proved twice as good a predictor of GPA as IQ (Kirp, 2010). 
 
Socioeconomics 
Various theorists believe the way poverty is approached, defined, and thus 
thought about, plays a role in its perpetuation, particularly its impact on education. Maia 
Green (2006) explained that modern development literature tends to view poverty as 
agency filled. When poverty is prescribed agency, poverty becomes something that 
happens to people. Poverty absorbs people into itself and the people, in turn, become a 
part of poverty, devoid of their human characteristics. In the same way, poverty, 
according to Green, is viewed as an object in which all social relations (and persons 
involved) are obscured. Issues such as structural failings, institutionalized inequalities, or 
corruption may lie at the heart of a region's poverty, but these are obscured by broad 
statements about poverty. Arjun Appadurai (2004), wrote of the “terms of recognition” 
(p. 69), drawn from Charles Taylor's ‘points of recognition), which are given the poor are 
what allows poverty to take on this generalized autonomous form. The terms are “given” 
to the poor because the poor lack social and economic capital, and thus have little to no 





Furthermore, the term poverty is often used in a generalized matter. This further removes 
the poor from defining their situation as the broadness of the term covers differences in 
histories and causes of local inequalities. Solutions or plans for reduction of poverty often 
fail precisely because the context of a region's poverty is removed and local conditions 
are not considered (Kirp, 2010). 
The specific ways in which the poor and poverty are recognized frame them in a 
negative light. In development literature, poverty becomes something to be eradicated, or, 
attacked. It is always portrayed as a singular problem to be fixed. When a negative view 
of poverty (as an animate object) is fostered, it can often lead to an extension of 
negativity to those who are experiencing it. This in turn can lead to justification of 
inequalities through the idea of the deserving poor. Even if thought patterns do not go as 
far as justification, the negative light poverty is viewed in, according to Appadurai 
(2004), does much to ensure little change in the policies of redistribution. 
 
Poverty as a Restriction of Opportunities 
 
The environment of poverty is one marked with unstable conditions and a lack of 
capital (both social and economic) which together create the vulnerability characteristic 
of poverty. Because a person's daily life is lived within the person's environment, a 
person's environment determines daily decisions and actions based on what is present and 
what is not. Dipkanar Chakravarti (2006) argued that the poor’s daily practice of 
navigating the world of poverty generates a fluency in the poverty environment but a near 
illiteracy in the environment of the larger society. Thus, when a poor person enters into 





limited, and thus decisions revert to decisions most effective in the poverty environment. 
Through this a sort of cycle is born in which the “dimensions of poverty are not merely 
additive, but are interacting and reinforcing in nature” (Chakravarti, 2006, p. 363). 
According to Appadurai (2004), the key to the environment of poverty, which 
causes the poor to enter into this cycle, is the poor’s lack of capacities. Appardurai’s idea 
of capacity relates to Albert Hirschman's (1970) ideas of voice and exit which are ways in 
which people can decline aspects of their environment; to voice displeasure and aim for 
change or to leave said aspect of environment. Thus, a person in poverty lacks adequate 
voice and exit (capacities) with which they can change their position. Appadurai (2004) 
specifically deals with the capacity to aspire and its role in the continuation of poverty 
and its environment. Aspirations are formed through social life and its interactions. Thus, 
it can be said, that one's aspirations are influenced by one's environment. Appadurai 
claimed that the better off one is, the more chances one has to not only reach aspirations 
but to also see the pathways which lead to the fulfillment of aspirations. By actively 
practicing the use of their capacity of aspiration the elite not only expand their aspiration 
horizon but also solidify their ability to reach aspirations by learning the easiest and most 
efficient paths through said practice. On the other hand, the poor's horizon of aspiration is 
much closer and less steady than that of the elite (Appadurai, 2004). 
The article The New Untouchables, very graphically portrays much of the 
sentiment regarding America’s poor black children all over the United States of America. 
The title at first read sounds a bit harsh, and prompts the reader to question, why such a 





most readily associated with something dirty, unclean and definitely unwanted. Why then 
would such a title be used to refer to a group of children? The first image brought to mind 
when reading it, were children born in India into the caste system, specifically those 
children born so poor that they are ostracized by everyone. Many of these children are 
malnourished and sick, survival is the top priority. Infant mortality rates are high, and 
many are left to die. Jonathan Kozol (cited in Kirp, 2010) points out that infant mortality 
rates are classic indices of health in most societies, and they have worsened for nonwhite, 
poor children in America. Kozol shed light on the many issues facing poor black 
children, and teachers in urban schools today. He used the students in Chicago schools as 
an example of the grim reality of many poor black students. He stated the following:  
The odds these black kids in Chicago face are only slightly worse than these faced 
by low-income children all over America. Children like this will be the parents of 
the year 2000. Many of them will be unable to earn a living and fulfill the 
obligations of adults; they will see their families disintegrate, their children lost to 
drugs and destitution.  (Kirp, 2010, p. 27) 
Another factor the author considers is the slashing of federal programs established 
in the 1960s to assist low income families and children. Two of the most successful 
programs to emerge from this initiative were Head Start and Upward Bound. Both these 
programs helped reduce the rate of infant death and child malnutrition. The Reagan 
administration and its harsh stance of aid cut many of the assistance programs by a large 
percent. Living stipends, food stamps, and school lunch programs were cut drastically. 





to pregnant mothers, infants, and young children. Federal housing funds was also cut, and 
many families found themselves homeless. Many of the occupants of shelters across the 
country were women and children (Kozol, cited in Kirp, 2010). 
Ruby Payne (1995), the author of A Framework: Understanding and Working 
with Students and Adults from Poverty, sought to provide educators with a frame of 
reference to aid in understanding the world of poverty. She listed some key points to 
remember that aid in that understanding: 
Poverty is relative. If everyone around you has similar circumstances, the notion 
of poverty and wealth is vague. Poverty or wealth only exists in relationship to the 
known quantities or expectation. 
Poverty occurs in all races and in all countries. The notion of middle class as a 
large segment of population is a phenomenon of this century. The percentage of 
the population that is poor is subject to definition and circumstance. 
Economic class is a continuous line, not a clear cut distinction. Individuals 
move and are stationed all along the continuum of income. 
Generational poverty and situational poverty are different. Generational 
poverty is defined as being in poverty for two or more generations or longer. 
Situational poverty is a shorter time and is caused by circumstances.  
An individual brings with him or her the hidden rules of the class in which he or 
she was raised. Even though the income of the individual may rise significantly, many of 
the patterns of thought, social interaction, and cognitive strategies remain with the 





rules of the middle class. These norms and hidden rules are never directly taught in 
schools or in businesses. For our students to be successful, we must understand their 
hidden rules and teach them the rules that will make them successful at school and at 
work. We can either excuse them or scold them for not knowing; as educators we must 
teach them and provide support, insistence and expectations (Payne, 1995). 
To move from poverty to middle class or middle class to wealth, an individual 
must give up relationships for achievement (Payne, 1995). According to Appadurai 
(2004), the key to the environment of poverty, which causes the poor to enter into this 
cycle, is the poor's lack of capacities. Appardurai's idea of capacity relates to Albert 
Hirschman's ideas of “voice” and “exit” which are ways in which people can decline 
aspects of their environment; to voice displeasure and aim for change or to leave said 
aspect of environment. Thus, a person in poverty lacks adequate voice and exit 
(capacities) with which they can change their position. Appadurai specifically dealt with 
the capacity to aspire and its role in the continuation of poverty and its environment. 
Aspirations are formed through social life and its interactions. Thus, it can be said, that 
one's aspirations are influenced by one's environment. Appadurai claimed that the better 
off one is, the more chances one has to not only reach aspirations but to also see the 
pathways which lead to the fulfillment of aspirations. By actively practicing the use of 
their capacity of aspiration the elite not only expand their aspiration horizon but also 
solidify their ability to reach aspirations by learning the easiest and most efficient paths 
through said practice. On the other hand, the poor’s horizon of aspiration is much closer 





In his book, An African Centered Response to Ruby Payne’s Poverty Theory,  
Kunjufu (2006) warns educators about the dangers of believing in the low income theory, 
which says as income declines, so do test scores. Instead he challenged educators to set 
higher expectations for these students. He further contended that being poor effects every 
area of your life, whether you will be able to eat, and if you do eat the quality of food. It 
affects one’s health and the ability to get proper medical care. It affects housing whether 
one will be homeless, or moving from place to place. If a child lives in a poor 
neighborhood, there is a good chance it will not be safe. The first concern of low-income 
parents is economic survival, not helping children with their homework (Kunjufu, 2013). 
 
Innate Intelligence as a Predictor of Achievement 
The second notion the researcher seeks to examine is that of innate intellectual 
ability, or intelligence theory. Proponents of this theory propose that since academic 
achievement is clearly linked to intelligence, the chief explanation for the huge disparities 
seen in the academic achievement of African-American males and their counterparts has 
to be attributed to a “lack of intelligence.” This idea focuses theoretical attention on race. 
More than centuries worth of quantitative-genetics literature contends that each person’s 
IQ tends to be remarkably stable over time, and that about three quarters of IQ 
differences among individuals can be attributed to heredity. This would suggest that there 
are different limits on intellectual ability for different people, so that differences in 
academic achievement are only natural. One of the first theories on learning to gain 





the concept of intelligence, which is seen as determining people’s ability to learn, to 
achieve academically and therefore to take on leading roles in society. 
In the book, Effective Teaching, Evidence and practice, authors David Muijs and 
David Reynolds revealed IQ theorists like William Stern, who was one of the developers 
of the theory in the early part of the 20th century, claimed that core intelligence was 
innate. Many psychologists in the USA and Europe supported that conclusion and 
psychologists developed instruments specifically designed to test people’s innate 
intelligence. These were analyzed using the newest statistical methods such as factor 
analysis. Muijs and Reynolds’ analyses showed that all the items (questions) in those 
tests essentially measured one big factor, called G, or general intelligence. Therefore, the 
theory states that people have one underlying general intelligence which will predict how 
well they are able to learn and perform at school. A major point of discussion is whether 
intelligence as measured by IQ tests is innate or learned. The initial theories largely 
stressed the innate nature of intelligence, seeing it as an inborn property. Subsequent 
research has, however, clearly shown that IQ can be raised through educational 
interventions, which means that it cannot be totally inborn.  
Muijs and Reynolds (2001) also presented another fact that points to the 
“learnability” of IQ is that average IQ test scores have been increasing steadily over the 
past decades in all countries where they have been studied over the past decades. When 
we are testing someone’s IQ, we are therefore testing his or her education at least as 
much (if not more) than whatever innate ability he or she may possess. Also, it has 





called cultural capital that is people’s cultural resources (how many books they read, 
what media they access and so on). 
This, according to Muijs and Reynolds (2001), in turn, is strongly determined by 
their socioeconomic status or their position in the social class system, as well as the issue 
of whether IQ is innate or learnt. The whole theory of IQ has been heavily criticized for 
many years now. These criticisms focus on a number of areas. The first of these is the 
methods used to measure intelligence, which produced G. While we do not want to go 
into a discussion of statistics here, it is fair to say that the factor analysis method these 
researchers developed was specifically designed to come up with one big underlying 
factor, and usually does. If you use different methods, you are likely to find far more 
factors. Therefore, in many ways, it is pre-existing theories which led to the development 
of methods designed to confirm these theories (Muijs & Reynolds, 2001). A major point 
of discussion is whether intelligence as measured by IQ tests is innate or learned. The 
initial theories largely stressed the innate nature of intelligence, seeing it as an inborn 
property. Muijs and Reynold’s subsequent research has, however, clearly shown that IQ 
can be raised through educational interventions, which means that it cannot be totally 
inborn.  
Muijs and Reynolds (2001) concluded that the evidence does suggest that such a 
thing as general intelligence may exist and be a significant predictor of student 
achievement and learning, other skills and abilities. The idea that there is one measurable 
factor that distinguishes people has also been widely misused. One of the earliest uses of 





which were then said to be differently intelligent (and by implication more or less 
suitable to take on leading roles in society). The findings of their studies tell us far more 
about the societies in which they were carried out than about the “intelligence of different 
groups” (which as a matter of fact does not differ significantly). Thus, in the USA, 
research concentrated on finding differences between racial groups (whites scoring higher 
than blacks), in France on differences between genders (men scoring higher than women) 
and in France on differences between genders (men scoring higher than women) and in 
the UK on differences in social class (the higher classes obviously coming out as more 
intelligent than women) and in the UK on differences in social class (the higher classes 
obviously coming obviously coming out as more intelligent than the working class) 
(Muijs & Reynolds, 2001). 
 
Parental/Community Involvement 
In the past, parental involvement was characterized by volunteers, mostly 
mothers, assisting in the classroom, chaperoning students, and fundraising. Today, the old 
model has been replaced with a much more inclusive approaches, school family-
community partnerships now include others, fathers, stepparents, grandparents, foster 
parents, other relatives and caregivers, business leaders and community groups all 
participating in goal-oriented activities, at all grade levels, linked to student achievement 
and school success (Epstein, 2009). 
No one would disagree that parents who participate in the school have influence 
on a student’s achievement. Principals of schools improving achievement indicate that by 





in student achievement were made. Two of the high schools in challenging demographic 
settings focused on improving student attendance by personally communicating with 
families or going to the home to bring students to school if they were absent. Another 
school creates an achievement plan with the family and contacts them if their student 
misses a tutoring session so the student will be present the next session (Taylor, 2010). 
Engaging the families and community in the learning process goes even further to include 
curriculum and pedagogy. By teaching families the curriculum and the pedagogy, such as 
bilingual education, families understand their students’ experiences and can be helpful at 
home. Teachers often raise the reality that the education level of the family may not be 
sufficient to assist with homework and that they may not have proficiency in English. To 
address this issue South Cobb High School families are given questions to ask that relate 
to the student’s curriculum. They do not have to know the answers—just the questions to 
ask to maintain the learning beyond the school day. Teachers at Oakshire Elementary 
School provide English classes for families and community members.  
The research is clear, convincing and consistent. Parent, family, and community 
involvement in education correlates with higher academic performance and school 
improvement. When schools, parents, families, and communities work together to 
support learning, students tend to earn higher grades, attend school more regularly, stay 
in school longer, and enroll in higher level programs.  
Parent, family, and community involvement means different things to different 
people. A research-based framework developed by Joyce Epstein (2009) of Johns 





volunteering, learning at home, decision-making, and collaborating with the community-
that offer a broad range of school, family, and community activities that can engage all 
parties and help meet student needs. Successful school-parent-community partnerships 
are not stand alone projects or add-on programs but are well integrated with the school’s 
overall mission and goals. Research and field-work show that parent-school-community 
partnerships improve schools, strengthen families, and build community support, and 
increase student achievement and success. 
Each school must select which practices will help achieve the goals they set for 
student success and for creating a climate of partnerships. The six types of involvement 
guide the development of a balanced, comprehensive program of partnerships, including 
opportunities for family involvement at school, at home, and in the community, with 
potentially important results for students, parents, and teachers. The results will depend 
on the particular activities that are implemented and the quality of the design, 
implementation, and outreach. American students generally attend school for just six 
hours a day, 180 days a year. Since children spend most of their time—and do much of 
their learning and developing—outside of the classroom, what happens beyond the 
schoolhouse obviously shapes how they fare in class. Unfortunately, for too many 
students, what happens “on the outside” undermines the best efforts and intentions of 
teachers and administrators at their schools. Many schools lock up tightly at 3 p.m., 
sending children into empty houses, barren neighborhoods, or crime-ridden streets— 





Epstein (2009) writes in her book that education researcher Patricia Lauer found, 
the amount of time that children spend hanging out on street corners with their friends 
after school is actually a better predictor of poor academic performance than is family 
income. This is particularly problematic for poor black students: They are 
disproportionately likely to live in neighborhoods of “concentrated disadvantage,” where 
once-vibrant institutions have been shuttered; where streets and parks and other public 
spaces are danger magnets; and where crime, poverty, unemployment, and teen-
pregnancy rates are sky-high. Epstein (2009) also revealed in her book that A 2008 study 
by Harvard sociologist Robert Sampson concluded that growing up in a neighborhood of 
concentrated disadvantage has the same effect on a five-year-old’s verbal ability as 
missing an entire year of school. What makes Sampson’s finding particularly striking is 
that his research compared the consequences of being raised in Chicago’s best-off and 
worst-off African-American neighborhoods; no comparison was made with white 
neighborhoods, since no white neighborhood was remotely comparable to the worst-off 
parts of the city’s South Side (Epstein, 2009). 
According to Epstein (2009), transforming the traditional school into a 
“community school”—one that is open from dawn until dusk, including on weekends and 
during the summer, and that offers medical, social, and psychological supports as well as 
academic help, sports, and activities—can help to offset these disadvantages. Though not 
parsed by race and gender, a number of studies show that such schools have positive 
effects on an array of educational outcomes. Students who spend time on after-school and 





classmates; a 2006 study by Lauer and her colleagues also finds that these students have 
better attendance records and exhibit better classroom behavior (Epstein, 2009). 
 
Summary 
The review of the literature examined the academic achievement of African- 
American males, single-gender classrooms, charter schools, teacher effectiveness, and 
administrative behaviors. Most notable, the researcher examined the correlation between 
socioeconomics and intelligence on achievement, particularly among African-American 
males. The fifth edition of the Schott 50-State Report on Public Education and Black 
Males (2015) highlighted many of the systemic opportunities and challenges that exist in 
states and localities relative to creating the climate where outcomes indicate all lives 
matter.  
The Schott Foundation for Public Education’s 2015 report titled Black Lives 
Matter, provides a national overview of the state of black and Latino male students, a 
state level analysis highlighting high-performing and low-performing states, and a local 
analysis of school districts with more than 10,000 black males enrolled. These school 
districts warrant particular attention since they are charged with the education of over 1.2 
million black male students (approximately 30% of the total male population) (Schott 
Foundation for Public Education, 2015). 
 This report, once again, revealed that black males continue to be at the bottom of 
four-year high school graduation rates in 35 of the 48 states and the District of Columbia. 
This fact provides clear evidence of a need for national systematic reform to address this 





for Public Education, 2015) indicated that most states and localities operate at best, and 
have created at worse, climates that do not foster healthy living and learning 







This instrumental case study sought to study achievement in African-American 
males in the educational arena through critical theory in hopes to transcend the 
constraints placed on them by race, class, and gender. A theory explains how and why the 
variables are related, acting as a bridge between or among the variables (Creswell, 2003). 
Perry (2003, cited in Perry, Steele, & Hilliard, 2003) argued that because of how deeply 
ideologies of black intellectual inferiority have been internalized in white racial 
consciousness, black students face unique challenges to academic achievement: 
The dilemma of achievement for African Americans is tied to (a) their identity as 
members of a caste-like minority group; (b) the larger society’s ideology of Black 
intellectual inferiority and its reproduction in the mass media and in everyday 
interactions; (c) their identity as members of a group whose culture is seen, by all 
segments of society, even other people of color, as simultaneously inferior and 
attractive; and (d) their identity as American citizens. The dilemmas contained in 
these realities…make the task of achievement for African Americans distinctive. 
(p. 79) 
The researcher looked at achievement in African-American males through the theoretical 
lens of intelligence and socioeconomics to determine whether or not the presence of 





habits of effective principals have an impact on student achievement. Countless research 
has studied the impact of single-gender classrooms, a shared belief system, school 
culture, parental involvement, school wide accountability and qualified staff on 
achievement in African-American males. None of these variables provide a silver bullet 
but evidence suggests when certain strategies are implemented African-American males 
can and do achieve as well or better as their white counterparts (Kirp, 2010). 
 
Single-Gender Education through a Critical Theory Lens 
According to Madison (2005), the researcher needs to acknowledge her own 
power, engage in dialogues, and use theory to interpret or illuminate social action. The 
researcher first sought to explore the institution of single-gender education and its history 
as it relates to African-American males and achievement.  
What is single-gender education? The term single-gender education, also known 
more broadly as single-sex education, refers to elementary, secondary, or and 
postsecondary educational settings in which male and female students attend school 
exclusively with members of their own gender. Most educators and researchers extend 
this term to include “dual academies,” in which both male and female students attend 
school at a single campus, but take classes that are segregated by gender. In most 
instances, nonacademic activities at dual academies (e.g., meals, sports, and 
extracurricular programs) are also segregated. The term single-gender education typically 
is not used to refer to coeducational settings in which segregated classes are offered only 





According to the report, Single-gender Education: A Review of Current Issues 
and Practices (Austin Independent School District, 2011), the history and current status 
of single-gender public education in the U.S. single-gender schools have begun to 
proliferate in the United States, reversing a decades-long national trend in which federal 
education laws prohibited segregation by gender. At the time the nation was founded, 
only boys received formal schooling; therefore, all schools were by definition “single-
gender” schools. Girls were educated at home, if they received any education at all. By 
the early 1800s, cultural norms had started to shift and girls were allowed to attend school 
in all-girl classes, although, in the first schools at which girls were permitted, teachers 
provided instruction only before and after the standard school-day for boys. By the early 
1900s, some communities began educating boys and girls together, both for economic 
reasons and because prevailing wisdom held that girls exerted a moderating influence on 
boys’ behavior (Austin Independent School District, 2011).  
Coeducational settings soon became the norm in public education, although many 
private schools continued to educate boys and girls separately. Since the early 20th 
century, boys-only and girls-only schools in the United States have been almost 
exclusively private schools, although no laws prohibited single-gender public schools or 
classes until the 1972 passage of Title IX legislation, which made such segregation 
illegal—albeit with some exceptions. Under Title IX, discrimination based on gender was 
outlawed in almost all aspects of school, including athletics, career counseling, medical 
services, financial aid, admission practices, and the treatment of students. Schools that 





District (2011). Title IX put the weight of law behind the cultural trend toward co-
education, a state of affairs that lasted for almost 30 years and one that has had a 
significant national impact on girls’ education, including access to higher education, 
career education, education for pregnant and parenting students, employment, learning 
environment, math and science, sexual harassment, standardized testing, and technology 
Austin Independent School District, 2011). The Austin report referenced that in the 
1990s, federal legislators attempted—unsuccessfully at first—to pass laws circumventing 
Title IX provisions and permitting public school districts to establish single-gender 
schools and classrooms. This report acknowledged efforts finally met with success in 
2001 with the reauthorization of the 1965 Elementary and Secondary Education Act. This 
reauthorization, commonly known as No Child Left Behind (NCLB), allowed the 
establishment of both single-gender schools and single-gender classes within 
coeducational schools. Several years later, in 2006, the United States Department of 
Education published new regulations governing single-gender education. Together, these 
two legislative acts represented “a drastic change in American public policy by allowing 
for sex segregation in public school” (Austin Independent School District, 2011).  
While the Equal Educational Opportunities Act prohibits involuntary assignment 
of students to separate-gender schools, the 2006 regulations allowed coeducational public 
schools to offer single-gender classrooms, as long as the schools:  
• provide a rationale for offering each single-gender class (e.g., identify the 





• provide a rationale for offering each single-gender class (e.g., identify the 
inequity the single-gender class will address);  
• provide a coeducational class in the same subject at a “geographically 
accessible” location, which does not have to be at the same school site as the 
single-gender class; and  
• conduct a review every two years to determine whether each single-gender 
class is still necessary to remedy the originally-identified inequity. (Austin 
Independent School District, 2011, p. 4) 
The new regulations not only clarified the legal status of single-gender education 
but also provided incentives to encourage school districts to establish single-gender 
schools, rather than simply offer girls only or boys-only classrooms within coeducational 
schools: the regulations specifically exempt single-gender schools both from the 
requirement to provide a rationale for segregating students by gender and from the 
requirement to conduct periodic “necessity” reviews. Although the regulations require 
districts that operate single-gender schools to offer "substantially equal" courses, 
services, and facilities at other schools within the district, those other schools may be 
coeducational schools. Furthermore, the term substantially equal has never been defined. 
Charter schools are exempt from all three requirements. 
The Austin 2011 report addressed data researchers pointed to from the U.S. 
Department of Education indicating that the average 11th-grade American boy today 
writes at the same level as does the average 8th-grade girl. Others expressed concern that 





school through disengagement and disruptiveness (and) acting up in the classroom in 
order to display their masculinity and get respect” (Austin Independent School District, 
2011, p. 5). The “boy crisis” debate is not limited to the United States, either; similar 
concerns have been expressed about boys’ lower academic achievement in and Germany  
and about boys’ negative attitudes toward and dislocation from their schooling in the 
Scandinavian countries. Analyses of performance by gender on state tests found “good 
news for girls but bad news for boys” Austin Independent School District, 2011, p. 5). In 
math, girls performed roughly as well as do boys, and the differences that did exist in 
some states were small and showed no clear national pattern favoring boys or girls. But in 
reading, boys lagged behind girls in all states with adequate data, and these gaps were 
greater than 10 percentage points in some states. Although strong reading and writing 
skills are critical to students’ ability to succeed in college and in most technical and 
professional careers, boys’ reading and writing abilities paled in comparison to girls’ 
abilities. By fourth grade, boys were already an average of 10 points behind girls in 
reading proficiency on national assessments. By 12th grade, they were 24 points behind 
in writing proficiency (Austin Independent School District, 2011. 
The research by the Austin school district also showed that boys struggle with 
behavioral and mental health issues that negatively affect their lives and the lives of those 
around them. According to the Centers for Disease Control and Prevention (cited in 
Austin Independent School District, 2011), boys are three times as likely as girls to be 
diagnosed with Attention behavioral disorders at a rate nearly twice that of girls and are 





differences in referral and diagnosis rates had led some to speculate that normal boy 
behavior itself is sometimes misunderstood as disordered. Boys are also medicated for 
hyperactivity, attention deficit, and other behavior issues at rates far higher than those of 
girls, are more than twice as likely to be suspended and more than three times as likely to 
be expelled from school as are girls, and are eight times as likely as girls to be 
incarcerated (Austin Independent School District, 2011). These differences are even more 
stark when viewed through the lens of race, ethnicity, and English proficiency: boys of 
color, particularly black and Latino boys, have even lower rates of academic achievement 
than do their female peers. Black and Latino males are more likely to obtain low test 
scores and grades, less likely to enroll in college, and more likely to drop out, to be 
categorized as learning disabled, to be absent from honors and gifted programs, and to be 
over-represented among students who are suspended and expelled from school (Austin 
Independent School District, 2011). 
The Austin report further illustrated that the situation in Austin mirrored that of 
the nation as a whole, with girls outperforming boys, as measured by changes in the 
percentage of students meeting or exceeding standards on state assessments of both math 
and reading between 1993 and 2010. Girls’ performance in reading now exceeds boys’ 
performance. As is true nationally, boys in AISD schools now lag behind girls in every 
significant indicator related to school and life success – from performance on state 
assessments, to disciplinary issues, to college readiness, graduation, and college 
enrollment rates. According to AISD school data (2009, cited by the Austin Independent 





commended performance) on state assessments of reading, compared with 36% of girls, 
and only 25% of boys scored above average in writing, compared with 30% of girls. Only 
73% of AISD boys graduate from high school in four years, compared with 78% of girls. 
Only 42% of the students in the top 10% of the most recent graduating class were boys, 
while 58% were girls. “This discrepancy is particularly crucial in Texas, because students 
who graduate in the top 10% of their high school class are guaranteed admission to a 
public college” (Austin Independent School District, 2011, p. 6). These trends have major 
implications both for the students, who, as a result, will have limited opportunities to find 
meaningful, well-paying work, and for society, which has to bear the societal costs that 
result from these boys’ lack of success, including the costs for increased public assistance 
and incarcerations, and loss of the tax revenue these young men would otherwise 
contribute. Moreover, not only are achievement gaps in AISD evident between girls and 
boys district wide, they are evident both between racial/ethnic groups and between boys 
and girls within racial/ethnic groups. In general, black and Latino students have lower 
academic performance than do white and Asian students, are more likely to drop out of 
school, and even if they stay in school, are less likely to graduate on time or graduate at 
the top of their class. The same gaps exist between low-income students and their middle 
and upper-income counterparts.  
Educators and researchers on both sides of the single-gender education debate cite 
numerous theoretical advantages to coeducational or single-gender schools, depending 
upon their own positions. Previous studies which have analyzed the academic 





private schools in other countries, are hotly debated by both proponents and critics. The 
result of such debate has been varying policy recommendations based on the same 
evidence. To date, however, no reviews of research comparing single-gender and 
coeducational setting have been conducted using a systematic approach. The outcomes of 
existing research are mixed, and many of the research studies are flawed. Much of the 
research has not included public school settings in the United States, because the 
proliferation of single-gender public schools is a recent phenomenon in this country.  
The Austin 2011 report identified a major challenge of evaluating the efficacy of 
single-gender schooling is detecting and accounting for possible selection biases. Two 
types of selection effects can affect the academic achievement in single-gender schools: 
student-driven selection bias and school-driven selection bias. In student-driven bias, the 
students and their families who elect to attend single-gender schools may differ 
systematically from those students who do not elect to attend single-gender schools. 
Students who select single-gender schools may be more academically accomplished, 
identified, and motivated than their peers at coeducational institutions (Austin 
Independent School District, 2011). The families of students in both groups may differ as 
well. In school-driven bias, the students who are selected by the administrators to attend 
single-gender schools may differ systematically from those applicants who are not 
selected. Many single-gender public schools have arisen as forms of charter and magnet 
schools and thus, like private schools, often— although not always—have competitive 
admissions processes. Much of the research has focused on these competitive-admissions 





failed to control for other important variables such as socioeconomic status; religious 
values; prior learning; or race, ethnicity, or English language proficiency. Of existing 
studies of single-gender education, some have shown improved outcomes for students, 
others found no advantages, and still others reported mixed results (Austin Independent 
School District, 2011). Some research suggests positive educational benefits of single-
gender schooling for girls, for at-risk students, and for African-American and Hispanic 
students, regardless of gender. This research indicates that white males either benefit 
slightly or, at worst, realize a neutral outcome. Thus, scholars in the field have called for 
research examining whether the efficacy of single-gender schooling varies significantly 
as a function of student characteristics such as gender, age, race, and socioeconomic 
status (Austin Independent School District, 2011. Still, both supporters and detractors 
both find sufficient evidence to support their points of view.  
To date, however, no research comparing single-gender and coeducational 
settings has been conducted using a systematic approach. The outcomes of existing 
research are mixed, and many of the research studies are flawed. Of existing studies of 
single-gender education, some have shown improved outcomes for students, others found 
no advantages, and still others reported mixed results. Some research suggests positive 
educational benefits of single-gender schooling for girls, for at-risk students, and for 
African-American and Hispanic students, regardless of gender. Proponents argue that 
both single-gender education and coeducational reform can proceed simultaneously, 
while benefiting all students. Multiple single-gender educational strategies have been 





primary domains: (a) Pedagogic strategies, which are classroom-based approaches 
centered on teaching and learning; (b) individual strategies, which are approaches that 
provide opportunities to identify and address the specific needs of individual students; (c) 
organizational strategies, which are ways of organizing learning at the whole school 
level; and (d) sociocultural strategies, which include approaches that serve to create a 
safe, encouraging environment for learning. All of this came from same book, locating it.  
A number of examples of successful single-gender schools now exists in the 
United States, including Urban Prep Academies, a nonprofit organization that operates a 
network of free, open-enrollment all male college-preparatory charter high schools in 
Chicago; the Excellence network in New York City, which includes Excellence Boys 
Charter School of Bedford Stuyvesant, founded in August 2004, and Excellence Girls 
Charter School, founded in 2009; and the William A. Lawson Institute for Peace and 
Prosperity Preparatory Academy, an all-boy charter in Houston for students in grades 6 
through 8. 
 
The Impact of Effective Leadership 
Closing the achievement gap requires raising the levels of black male students and 
is contingent upon understanding and being willing to address the crisis of self. To do so, 
principals must ensure that classroom is culturally relevant, culturally appropriate, and 
culturally responsive to all the learners in the classroom. This requires strategies that will 
not only effectively educate their Black male students but also keep them inspired about 





          Although extensive research conducted over four decades concludes that more 
research is needed to increase our understanding of leadership, a significant knowledge 
base has been established from which we can glean effective practices to influence and 
improve one’s leadership skills, especially in organizations that need improvement, 
according to an article by Vicki Denmark published in 2012. Transformational 
leadership, a popular leadership theory, has research roots as early as 1978 when James 
McGregor Burns, considered the founder of modern leadership theory, defined a 
transformational leader as one who “looks for potential motives in followers, seeks to 
satisfy higher needs, and engages the full person of the follower” (Denmark, 2012, para. 
2). Although this model of leadership was developed for political leaders and without 
empirical evidence, it influenced other researchers to further conceptualize and make the 
model applicable to business and education. For example, Bass and Avolio (1994) and 
Leithwood (1994) developed the transformational leadership model for education, with a 
primary focus on school principals. Leithwood, Begley, and Cousins (1994), defined 
transformational leadership as leadership that implies major changes in the form, nature, 
function and/or potential of some phenomenon. When applied to leadership, it specifies 
general ends to be pursued although it is largely mute with respect to means. Later, Bass 
(1998, cited in Denmark, 2012) continued to research this theory and determined that 
transformational leaders are judged by their impact on followers in the areas of trust, 
admiration, and respect. 
Seven discrete characteristics of transformational leaders (or dimensions) were 





• building school vision and establishing goals   
• creating a productive school culture   
• providing intellectual stimulation   
• offering individualized support   
• modeling best practices and important organizational values   
• demonstrating high-performance expectations   
• developing structures to foster participation in school decisions. (Denmark, 
2012)  
Blasé and Blasé (2004) sought to examine the extant research on instructional 
supervisory behavior and its effects and consider the developmental aspects of 
instructional supervisory practice. Their findings about principals’ speech and behaviors 
capture the diversity and complexity of supervisory acts, a topic of study commonly 
ignored by researchers (Blasé & Blasé, 2004). They asked the question which 
characteristics (e.g., strategies, behaviors, attitudes, and goals) of school principals 
influence positively and negatively, teachers’ classroom instruction. They looked at both 
positive and negative principal behaviors. Their study was based on two broad premises: 
(a) spoken language has a powerful impact on teachers’ instructional behavior and (b) 
facilitative, supportive actions by principals as instructional leaders have powerful effect 
on classroom instruction (Blasé & Blasé, 2004). 
Consistent with the findings of Kunjufu (2013) and Kafele (2010), Lorraine 
Monroe’s (1997) formula for raising academic achievement for African-American 





school leader must be fearless enough to take well-calculated risks. Fearless in that he is 
not afraid of getting canned. Fearless because, more times than not, smart risks are worth 
the gamble and they work. She asserted in the end, the apparent quality of the staff is not 
the crucial element in building a great school, leadership is (Monroe, 1997). 
For the purpose of this research investigation, the habits of effective principals in 
single-gender charter schools for African-American males and their impact on 
achievement were examined through the critical lens theory. In addition, the researcher 
looked at the relationship of the school leader, the educational institution and the 
historical problems of innate vs. learned intelligence and socioeconomics. 
 
Theory of Variables 
Using the theoretical bases of critical theory perspectives as it applies to education 
in single-gender charter schools, and African-American male achievement, this study 
investigated whether the independent variables of school culture, a shared belief system, 
parental involvement, school wide accountability, and teacher quality are correlates of an 
effective leader. This study further sought to validate or invalidate the assumptions that 
factors outside of the classroom, specifically intelligence and socio-economics are 
reliable predictors of achievement among African-American males. 
 
Definition of Variables 
Effective Leadership is the ability to influence culture, teacher quality, parental 
involvement, belief system, and school accountability in such a way as to positively 





Intelligence or Intelligence Quotient (IQ) is defined as determining people’s 
ability to learn, to achieve academically and therefore to take on leading roles in society. 
Parental Involvement is the degree to which parents or guardians are involved in 
any or all educational aspects of the student. 
School Culture is characterized by deeply rooted traditions, values, and beliefs, 
some of which are common across schools and some of which are unique and embedded 
in a particular school’s history and location. 
School-wide Accountability is a systemic process to measure the effectiveness of 
the processes and procedures of a school and its teachers and leaders. 
Shared Belief System is defined as common values held by an organization or 
group of people. 
Single-Gender Environments, for the purpose of this study, are schools in which 
only male students in grades K-12 are admitted. 
Socioeconomic status (SES) is an individual’s or group’s position within a 
hierarchical social structure. Socioeconomic status depends on a combination of 
variables, including occupation, education, income, wealth, and place of residence. 
Teacher Quality is teacher preparation/knowledge of teaching and learning, 
subject matter knowledge, experience, and the combined set of qualifications measured 
by teacher licensure are all leading factors in teacher effectiveness. 
 
Relationships among the Variables 
Research strongly suggests that school leaders, especially those teaching our 





urgent need to close the achievement gap. They must also be aware of the need for 
understanding the history of oppression and stereotypes African-American males have 
been labeled with for hundreds of years. If educators are truly serious about raising the 
achievement levels of black male students, they must change how they approach their 
education (Kafele, 2010). Bourdieu and Passeron (1970) theorized that each nation’s 
schooling system is similarly structured by the habits of the dominant culture. The 
authors posited that schooling culture reflects hegemonic societal culture in its ordering 
values, such as time sequences, organizational structures; the views of history and 
language embedded in its curriculum; the assumptions about behavior, intellect, and 
achievement implied in its pedagogy; and the beliefs about differential student ability and 
career destiny built into its aspirational structure. Consequently, these principals need to 
believe and foster the belief that achievement is possible regardless of their student’s 
innate intelligence and social class and work diligently to cultivate a shared belief system 
that African-American students can achieve at the same or greater level than their white 
counterparts. In the words of Lorraine Monroe, they must be fearless and aspire to a 
noble ideal of education (Monroe, 1997).  
According to the Schott Foundation for Public Education (2015), only 59% of 
Black male students graduate from high school. The data poses enormous challenges for 
principals of African-American males. They must understand that every component of 
school life is indirectly impacted by their ability to transform the school experience, from 





school processes either directly or indirectly impact school culture, teacher effectiveness, 
parental involvement, school wide accountability and student achievement. 
 
Limitations of the Study 
The study is limited because the students and their families have made a choice to 
attend a single-gender charter school. This decision implies that there is some level of 
parental involvement and an increased motivation for an educational environment 
different from their neighborhood school. Another limitation of this study is that only two 
principals were interviewed. The data collected in 2013, although during Leader 2’s 
tenure was actually a result of Leader 1’s leadership. Leader 1 resigned in late October of 
2014; however, Leader 2 did not begin his position until late December. The data were 
taken from the first Milestone given in April of that year. Also, only students, teachers 
and parents who had knowledge of both principals and their leadership styles were asked 
to participate. Lastly, the researcher was an administrator at the site for the entire duration 
of data collection. 
 
Summary 
Countless research has sought to understand the degree to which African-
American males lag behind their fellow students. Careful review of data has offered some 
hope, as several evidence-based strategies do show promise. Some, like reducing class 
sizes, are well known. Other approaches—like comprehensive school and district 
reforms, or increased reliance on character building charter schools-have received less 





According to Kirp (2010), past research about single-gender education 
acknowledges historical disparities in single-gender education that sparked Title IX 
federal mandates. More recently, these mandates have been adjusted to allow for single-
gender classroom to be utilized as a reform method to improve achievement of 
underserved populations (Kirp, 2010). 
 The overall success of a school is predicated in large part by the decisions that 
principals make every day. Those decisions include budgetary issues, facility issues, 
behavioral issues, and personnel issues. But academic achievement lies at the core of 
everything that principals do. If unsound academic decisions are made, everything else is 

















The research study investigated the so-called “achievement gap,” which according 
to Kirp (2010) exists between African-American males and their white counterparts using 
a case study approach in a single bounded system. According to Creswell (2013), a case 
study is a good approach when the inquirer has a clearly identifiable case with boundaries 
and seeks to provide in-depth understanding of the case. Case study research involves the 
qualitative study of a case within a real-life contemporary context or setting (Creswell, 
2013), specifically a single instrumental case study, defined as focusing on an issue or 
concern, and then selecting one bounded case to illustrate this issue (Creswell, 2013). 
According to Kirp (2010), efforts to address the issue of the achievement gap 
between African-American males and their white counterparts have largely been guided 
by two sets of assumptions. One theory holds that the potential of black students, like that 
of white students is limited by their innate intelligence. The contending theory asserts that 
black students underperform because they are likely to be poor and underprivileged 
(Kirp, 2010). The researcher sought to validate the accuracy of either of these theories 
and their relationship to the dependent variable of African-American males and 
achievement in single-gender charter schools. Next, the study investigated whether 
factors outside of a students’ demographics, specifically socioeconomic status and innate 





themes, not for generalizing beyond the case, but for understanding the complexity of the 
case and identifying what themes emerge and their relationship to achievement in 
African- American males in a single-gender charter school. Lastly, the study explored the 
behaviors and habits of principals and their impact on school culture, teacher quality, 
shared belief system, school-wide accountability and ultimately achievement in African- 
American males in single-gender charter schools. 
The data collection in case study research is typically extensive, drawing on 
multiple sources of information, such as observations, interviews, and documents. This 
study was conducted by collecting data through interviews, surveys and existing 
document analysis of test scores, SES data, AdvancedEd accreditation results, and state  
College and Career Readiness Index (CCRPI) reports for the years 2012-2016 to develop 
a composite description of the essence of experiences for the students and to compare the 
school’s achievement scores under the leadership of both principals. Richard Singer 
(2015) of the University of Miami defined a retrospective longitudinal study as reviewing 
previously acquired data collected over a previous period of time.  
In the final interpretive stage, the researcher reports the meaning of the case and 
that meaning comes from learning about the issues of the case. As Creswell (2013) 
mentioned, this phase constitutes the lessons learned from the case. The researcher 
attempted to provide an in-depth understanding of the case. 
 
Sampling Procedures 
Purposeful sampling was used for this research investigation. Creswell (2013) 





based on their ability to purposefully inform an understanding of the research problem. 
Since this study sought to identify factors that affect student achievement in a single-
gender charter school and the impact of leadership, only students who were enrolled 
during the tenure of the former principal and the current principal were asked to 
participate in the on-line survey. Parents and teachers of these students were also asked to 
participate in the research. Some of these students may or may not be enrolled during the 
current school term; however, data were collected from all students who attended during 
the years 2012 through 2016.  
 
Description of the Setting 
 For the sake of anonymity, the school was given the pseudonym name of Debarge 
Academy, also referred to as the Academy. It is located in the Southeastern region of the 
United States in a major metropolitan area. The school was established in 2011. This is 
an all-male charter school for boys in grades 6 through 12; the school will graduate its 
first class in 2017. This charter school is a tuition-free middle and high school campus 
with state funding support. The school has limited flexibility from the state to take 
necessary steps to meet the academic needs of its scholars, but must comply with the 
same state and federal mandates of all schools receiving federal monies.  The 
administration has made science, technology, engineering, and mathematics (STEM) the 
main focus to transform the lives of these young men. Their mission is to help these 
young men soar to greater heights.   
As for the physical site, the school recently relocated and is now housed on the 





principal, one assistant principal who also serves as the academic director, and two 
administrative staff members all providing support to 35 teachers. As of June 2016, the 
school has an enrollment of approximately 500 students. Debarge Academy is a Title I 
charter school based on the data that indicated 62% of its students qualify for free or 
reduced lunch and 20% of the population are listed as Students with Disabilities (SWD). 
 
Working with Human Subjects 
Participation in this study was completely voluntary and followed the guidelines 
set forth by the Institutional Review Board at Clark Atlanta University. The researcher 
sought permission from the school board to conduct the investigation. The researcher also 
sought permission from the current principal for the students, parents, and teachers to be 




According to Creswell (2003), the researcher must first verify that the instruments 
to be used in the research have validity. This researcher used more than one data source 
to validate the study. The researcher conducted interviews with students, teachers, and 
parents and provided a survey. The researcher developed a 20-question survey with four 
sections. The survey included the following sections: (a) Leadership, (b) School Culture, 
(c) School Accountability, and (d) Assumptions. Each independent variable was 
associated with one of the four sections. The participants were asked to indicate whether 
they strongly agree, agree, strongly disagree, or disagree to each of the 20 statements in 





participants remained anonymous. The survey was expected to take 15-20 minutes to 
complete. The purpose of these interviews and surveys was to gather opinions about the 
habits of both principals and investigate whether these habits affect school culture, 
teacher quality, school-wide accountability, parental involvement, and ultimately 
achievement. Both previous and current principals were interviewed separately. The 
purpose of these interviews was to obtain opinions they had about their roles as school 
leaders, whether they felt they were effective school leaders, and what, if any, barriers 
existed that prevented them from being effective.  
A document analysis using a retrospective longitudinal study was performed on 
school test data, AdvancedEd accreditation results, as well as on the state CCRPI scores 
for the years 2012-2016. The researcher consulted with her Clark Atlanta University 
Dissertation Committee for guidance in developing and implementing these instruments. 
 
Data Collection Procedures 
 
The following procedures indicate the process that was used to conduct this  
research investigation: 
1. The researcher applied to Clark Atlanta University’s Institutional Review 
Board to gain approval to conduct the study.  
2. The researcher sought approval through the Charter’s school’s Board of 
Directors. 
3. The researcher provided an introductory letter with a description of the study 
via e-mail to the current school administration and Board of Directors 





4. After securing permission from the current administration and the Board of 
Directors, the researcher sent the survey electronically to teachers, parents, 
and students at the school site.   
5. The researcher interviewed each of two principals who have served as the 
only appointed administrators of this school, separately in a predetermined 
location. 
6. The researcher used test data found in the Georgia Department of Education 
portal to look for common or dominant themes in achievement for the select 
student population used in this study. 
 
Statistical Application/Data Analysis 
The researcher conducted a holistic analysis of the entire case. Through this data 
collection, a detailed description of the case emerged in which the researcher detailed 
such aspects as the history of the case, the chronology of events, or the day-by-day 
rendering of the activities of the case. After this description, the researcher sought to 




This research investigation was conducted to determine whether the independent 
variables of a shared belief system, school culture, parental involvement, teacher quality, 
and school wide accountability are significantly related to African-American males in a 





It also investigated whether other factors, specifically socioeconomics and innate 
intelligence, impact achievement in African-American males in a single-gender charter 
school. Finally, the study explored the habits of effective principals and their impact on 
achievement on African-American males in a single-gender charter school. 





How can attending a single-gender middle school led by an effective principal, 
specifically a charter school located in metro Atlanta, Georgia for African-
American males increase academic achievement? 
Subquestions 
 
RQ1: What are the habits of an effective principal and what impact do they 
have on achievement?  
RQ2: To what extent is it necessary for students and staff to have a shared 
belief system?    
RQ3: What role does the principal play in the culture of the school and its 
impact on achievement?  
RQ4: What role does parental involvement play in achievement?  
RQ5: What is the impact of teacher quality on achievement? 
RQ6: What role if any, does social economic status have on achievement? 
RQ7: What role if any does innate intelligence have on achievement?  





RQ9: What is the impact of school wide accountability on achievement? 
Integrating multiple sources of data collection into the study helped to validate the 





ANALYSIS OF THE DATA 
 
This qualitative case study included data collected from four different sources: 
surveys from parents, teachers, and students, interviews with the former and current 
principals, and a document analysis of AdvancedEd Accreditation results, students’ 
Criterion-Referenced Competency Tests (CRCT) and End-of-Course Tests (EOCT), and 
Georgia Milestones scores. Parents, students, and staff members participated in an 
anonymous online survey and SES and teacher experience data. The surveys took 
approximately 20 minutes to complete. The participants in the survey were assured that 
their responses would be anonymous and encouraged to be honest when responding. The 
former principal and current principal were interviewed in person and each interview was 
recorded and later transcribed for accuracy. The former principal’s interview lasted 
approximately 30y minutes and the current principal’s interview lasted 10 minutes. Both 
principals were assured that their comments would be private and the researcher would 
refrain from discussing the interview with anyone other than members of the dissertation 
committee. Finally, a narrative analysis of data obtained from students Lexile, SES, 
CRCT and EOCT, and Georgia Milestones scores was conducted. All of the data were 
separated into two periods: Period 1: Former Principal Years 2011-2013 and Period 2: 





The focus of this research was to consider if the impact of effective leadership had 
any impact on achievement among African-American males in a charter school setting. In 
order to do this the researcher had to first define effective leadership.  In Chapter III, the 
researcher discussed the habits of an effective leader. Many of those in education agree 
that at the helm of all education processes, systems, and organizations is the leader of the 
school and he or she indirectly and directly impacts what happens in his school building 
every day. According to Kafele (2010), the culture, teacher effectiveness, parental 
involvement, and other variables are all impacted by leadership. The stakeholders in a 
school have a perception about the school leader and these perceptions can have a 
positive or negative impact on his ability to be an effective leader.  
To better understand this study and the two leaders observed, the researcher will 
offer some history of the Academy and each principal. In August 2011, this charter 
school opened with the former principal at the helm. The inaugural class of sixth grade 
students numbered 156, many of them high achievers coming from families who were 
impressed with the schools claims of offering a STEM curriculum with a focus on 
aeronautics. These families were excited about the opportunity for African-American 
young men to be immersed in a curriculum and culture that few students with similar 
demographics had been exposed to. These were parents who embraced education 
evidenced by signing a mandatory family contract of commitment and support. This 






The principal during Period I graduated from Georgia Tech on a full academic 
scholarship and went on to earn his Ph.D. at Harvard University. He later was hired as 
part of the well renowned Harvard Education Research team. He was skilled at public 
speaking and possessed exemplary writing skills. Parents and students alike were drawn 
to him and enamored with this well-dressed, well-spoken and highly articulate black man 
who quoted poetry and advocated for academic achievement over athletics. After a four-
year tenure, the former principal had some differences with the Board and as a result, 
decided that he was ready to move on. During this time the demographics of the school 
has drastically changed. Many of the original families, discontented with the limited 
resources and extracurricular activities, specifically the absence of a certified STEM 
program with an aeronautics focus, moved to private or their neighborhood schools 
(student withdrawal/exit paperwork). Another factor worth noting is the school moved 
from its original location in a large and aesthetically pleasing church to an old remodeled 
former church school building, located in an economically distressed part of the city, 
directly across the street from one of the city’s major train stations. Prior to moving to the 
new location, parents were solely responsible for providing transportation for their 
students. After moving to the new facility, the Academy provided bus transportation at 
satellite locations around the city for students. This move occurred one year prior to the 
former principal’s departure. The original charter required that in the fourth year of 
operation, the school enrollment would double that of its original 150. That year, 2013, 





last year of the former principal’s tenure were existent and unresolved when the current 
principal took over. 
The current principal could be seen as a polar opposite of the former principal. 
Their physical appearances are quite different; as is their dress, communication and 
ideologies. Though they both come from the education arena, the current principal holds 
no post graduate degrees past a master’s degree in special education. His personality 
might be seen as loud and gregarious, where the former principal was pensive and soft-
spoken. They both claim a love for education and a desire to make a difference in the 
lives of African-American males.  
The researcher collected data during the months of October and November 2016, 
although the student data were collected through longitudinal research, as much of the 
student data was already existent and the researcher looked at the students’ achievement 
data from the last five years. The researcher includes charts illustrating the school’s 
performance when compared to schools with similar demographics and the state of 
Georgia from 2012-2016, as well as charts and tables illustrating SES (student 
socioeconomic status), teacher quality, retention and scores under both leaders, previous 
school climate surveys, and results of the survey given to parents, students and staff who 
were led by both former and current principal. The researcher also included the transcript 
of the interview with the two principals. All of this data were analyzed in an attempt to 
establish themes through direct interpretation while making generalizations of what was 






Qualitative Data Analysis 
Comparing the Criterion-Referenced Competency Tests (CRCT), Period I and 
Georgia Milestones, and Period 2-Student Achievement 
The state changed its testing tool used for measuring student mastery from the 
CRCT/End-of-Course Tests (EOCT) to the Georgia Milestones in 2014. Students took 
the CRCT for the last time during the 2013-14 school year, and began taking Georgia 
Milestones assessments in 2014-15. The new testing system is one consistent program 
across grades 3-12, rather than a series of individual tests. It includes open-ended 
questions to better gauge students’ content mastery and, with some exceptions for special 
education students with specific testing accommodations, will be administered entirely 
online by the fifth year of implementation. 
These two tests are drastically different. A smaller proportion of students scored 
“proficient” or better on the first edition of the Georgia Milestones tests than on the 
mandatory tests they replaced. The Milestones, keyed to the national Common Core 
Standards, were given for the first time in the spring of 2014, and statewide averages 
released showed a smaller percentage of students passed than those who came before 
them did on the old CRCT and high school End-of-Course Tests. 
 
Period 2: State Charter Schools Performance Evaluation, 2013-2014 - Key Findings  
  The value-added estimate of the school’s impact on a student’s average 
achievement across all subjects in middle school was 0.1033, meaning that the school 
was above both the state and district average of all middle schools. The school’s 





both above state averages. In general, the school’s strengths included middle school 
reading, ELA and social studies as well as ninth grade literature and coordinate algebra. 
Relative to 2012-2013, the school’s performance in 2013-2014 was generally comparable 
to its performance in 2012-2013. However, in middle school social studies and math the 
estimated contribution to student achievement was lower than in the prior year.  The 
school’s contribution to student achievement was above the district and state average in 
middle school reading, middle school ELA, middle school social studies and 9th Grade 
Literature as well as above the state average in coordinate algebra, indistinguishable from 
both the district and state averages in middle school math and science and high school 
physical science and indistinguishable from the district average in coordinate algebra.  
As a result, Figures 1-4 include the school’s effect on student achievement in each 
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Figures 5-8 provide achievement data by content or subject for grades six through 
nine. This data provided evidence that the majority of the students were either in the 
Meets or Exceeds category for the period Leader I was the principal. It is worth noting 
that the CRCT for elementary and middle school students and the EOC for high school 
students were the achievement test used in the state of Georgia during this period. The 
state changed its testing tool used for measuring student mastery from the CRCT/EOCT 
to the Georgia Milestones in 2014. Students took the CRCT for the last time during the 
2013-14 school year, and began taking Georgia Milestones assessments in 2014-2015, a 
more comprehensive and rigorous test. Statewide averages showed a smaller percentage 
of students passed than those who came before them did on the old Criterion-
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Figure 8. Period 2: Milestones achievement data for eighth graders, 2015-2016. 
 
Figures 9-11 also compared achievement data. Most significant are two major 
changes occurred during this period. The first change was in leadership and the second 
was the changing from minimum competency test to a more comprehensive exam. The 
data provided in Figures 9-11 come from the Governor’s Office of School Reports 
Annual Report Card. The Milestones, keyed to the national Common Core standards, 
were given for the first time in the spring of 2014. The Academy’s scores much like 














































9th Grade Literature and
Composition
Distinguised Learners Beginning Learners


















































Figures 9-11 also compared the Academy’s achievement scores to other Charter 
schools and district schools with some similar demographics. The 2016 results from the 
Georgia Milestones showed the Academy like other charter schools with similar 
demographics did not meet the state mean scale score. The Academy was the only school 
that did surpass the state mean score in Social Studies. It is worth noting that in years 
2012 and 2013 (Period 1), the only public school in the District that produced higher 
scores than Debarge Academy was another charters school. Even though the 2016 
Milestones scores in both the middle and high school were the lowest ever received, the 
middle school still outscored every public and charter middle school in the district except 
one. The high school scores were the lowest in the district (see Table 2). 
 
Table 2 
Comparison of Middle and High School Milestone Scores to District Scores 
Year Middle School High School District 
2012 88.9   
2013 95.5+6   
2014 85.1-10 84.5 84.9 
2015 73.3-12 65.6-19 71.2 






About the IEQ™ 
 
 What is the IEQ™? 
 
The Index of Education Quality™ (IEQ™) provides a holistic measure of overall 
performance based on a comprehensive set of indicators and evaluative criteria. A 
formative tool for improvement, it graphically pinpoints areas of success as well as areas 







Figure 12. The Index of Education Quality™ (IEQ™). 
 
What are IEQ™ Domains? 
The IEQ™ comprises three domains: (a) the impact of teaching and learning on 
student performance; (b) the leadership capacity to govern; and (c) the use of resources 
and data to support and optimize learning. 
 
How is the IEQ™ Scored? 
The overall and domain scores can range from 100-400. The domain scores are 
derived from: the AdvancED Standards and Indicators ratings; results of the Analysis of 




Index of Education Quality™ 
Overall Score   315 out of 400  
Domains   Teaching and Learning Impact 300 out of 400 
Leadership Capacity  373 out of 400 






AdvancED is the largest community of education professionals in the world. It is 
a non-profit, non-partisan organization that conducts rigorous, on-site external reviews of 
pre-k through 12 schools and school systems to ensure that all learners realize their full 
potential. The score received in 2016 was the result of the totality of the work, processes 
and procedures the Academy implemented over its seven-year existence. Even though the 
actual monitoring occurred in 2016 under Leader 1, it would be misleading to credit his 
leadership with the accreditation success, as much of the processes and procedures 
investigated were created and implemented by the founders and Leader 1. 
 
Teacher Quality 
 When comparing the two periods and the teacher quality there did not appear to 
be any real significant difference in years of experience for the years 2012, 2013, and 
2014. The school had 12, 14 and 15 teachers on staff, respectively with a mean score of 
2.5 teachers each year with more than 5 years’ experience. In 2013, the first year of the 
Academy’s high school, under Leader 1, the school scored a 95 on the State Report Card. 
Ten of the 14 teachers on staff had only taught one year prior to coming to the Academy. 
The following year, the first year Leader 2 was hired, 15 teachers were also hired and 
only three of those 15 had more than 5 years’ experience prior to coming to the 
Academy. The Academy scored a 71 on the State Report Card last year. In the year 2015 
the number of teachers hired more than doubled, in large part due to the significantly 
higher student population. Thirty-six teachers were hired, although eleven of that 36 had 





more years of experience, the most experience The Academy scored a 65 on the state 
report card.  
The SES data were available for the 2012-2016 school years. During those five 
years, the population of students on free and/or reduced remained around 60%. The mean 
score for the 5-year period is 61.2%, with the lowest percentage of free and/or reduced in 
the year 2012 at 56%. The highest percentage of students on free and/or reduced lunch 
occurred in the year 2016, 65% of the students were on free and/or reduced lunch (see 
Figure 13). If socioeconomic status is a predictor of achievement, then one might argue 
that these numbers support that school of thought. The year the school scored the lowest 
also had the highest population of students either on free or reduced lunch. The actual 
percentage difference in those years is only two points, a rather small discrepancy, 
especially in light of such a large increase in student population (population more than 
doubled) in that five-year period. The researcher therefore cannot say if in this study SES 







Figure 13. SES - free and reduced years 2012-2016 (no data for 2011). 
 





158 67 22 0.56 150 77 17 0.63 254 118 38 0.61
Free and Reduced Lunch (FRL) Data Report
School Name FRL2012 FRL2013 FRL2014





290 134 42 0.61 380 207 39 0.65
Free and Reduced Lunch (FRL) Data Report






There were two persuasive reasons for using interviews as one of the data sources 
for this case study. First, qualitative interviewing is appropriately used when studying 
people’s understanding of the meaning in their lived world” (Kvale, 1996, p. 105). 
Second, the purpose of interviewing is to find out what is in and on someone else’s mind. 
“We interview people to find out from them what we can not observe” (Patton, 1987, p. 
196). 
 Although both leaders had some similar basic thoughts about educating African- 
American males, there were stark differences in their roles, visions as leaders, and 
ideologies. When asked about their greatest accomplishments, Leader 1 quickly spoke to 
the high scores the school produced under his leadership. His responses were clear and 
always reflective in nature. His answers seemed to be purpose-driven in nature and 
extremely visionary based. Leader 1 quoted statistics and pass rates of grade levels while 
he was the school leader. When asked about the legacy he would like to leave, he spoke 
about leaving students with a sense of responsibility, specifically to always perform to 
one’s absolute best in every situation. Leader 2 on the other hand had a more basic legacy 
he wished to leave. He stated he wanted all of the students to graduate and secure full 
college scholarships. The responses of Leader 1 were more visionary, while Leader 2’s 
responses were a bit more pragmatic. 
When asked what they found to be the most frustrating aspect of the role as 
leader, their answers continued to be very different. Leader 1 spoke about the larger 





Leader 2 spoke of students and their attitudes, specifically their failure to take advantage 
of the opportunities afforded them. Again, there seemed to be a large discrepancy 
between what the two leaders saw as the most frustrating aspects of being the leaders in 
the school.  
The last question that was posed to the two leaders was what they saw as the 
greatest concern for African-American males today. Again Leader 1’s response was more 
visionary and long-term. He stated the absence of fathers in the homes of black males and 
the cycle continuing. He elaborated stating that boys become fathers with no idea how to 
father, which creates anger and frustration for both parent and child. Leader 2 stated 
students not taking advantage of opportunities as his greatest frustration. 
 
Survey Results 
Parents, students, and staff were asked to complete an anonymous online survey 
through SurveyMonkey. Only students, teachers and staff who had been under the 
leadership of both principals were invited to participate. Out of the 70 possible responses 
only 30 people participated. It was very disappointing to have so few respondents; 
however, the data was quite telling as to the respondent’s opinions about how they saw 
the two leaders.  
The survey consisted of 20 questions, broken down into four separate categories -
Leadership, Culture, Teacher Quality, and Opinions/Assumptions about Education. In the 
Leadership category, respondents clearly felt that the former principal made more effort 
(76.0% strongly agreed compared to 33.33 % for the current principal) to make 





principal was smarter than the current principal, 76% compared to 24% strongly agreed 
that the principal was smart and knew most subject matter; 76% of respondents strongly 
agree that the major player in the school was the former principal, while only 24% felt 
the current principal was the major player in the school. In the category related to school 
culture, 72% strongly agreed that the former principal strived to create a safe and inviting 
learning climate, compared to 52% strongly agreed that the current principal provided a 
safe and inviting climate. 
The participants also strongly agreed (68%) that the former principal as the school 
leader was directly responsible for the culture of the school. Most noteworthy, is the 
responses to the statement our school culture is positive, one in which students and 
teachers are happy. 56.25% strongly agreed that the former principal created a positive 
school culture, while 0.00% strongly agreed that the current principal created a positive 
school climate, in fact 31.25% strongly disagreed and 43.75% disagreed with the 
statement regarding the current principal. 
This survey was important because it asked participants questions about 
leadership, culture, teacher quality and their assumptions and/or opinions. It was 
necessary to look at the responses as their opinions helped the researcher to understand 
any bias that might impact their perception of the two leaders.  
 
Summary 
Looking at the data and the history of the school and its two leaders revealed 
much. The researcher learned that these two leaders have very different ideologies that 





their building, how parents, students and teachers perceive them as well as how they see 
themselves as school leaders. Though this type of data is more difficult to measure and 
sometimes thought to be less reliable, these factors impact a leader’s effectiveness and 
ultimately student achievement. Based on the analysis of all of the data, both quantitative 
and qualitative in nature, the greatest factor in achievement appeared to be leader 
effectiveness. When all other factors were considered and held constant, the one variable 





FINDINGS, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 
 
Findings 
RQ1:  What are the habits of an effective principal and what impact do they 
have on achievement? 
Originally, the researcher sought to find out which variables impacted 
achievement among African-American males. The variables originally considered were 
school culture, parental involvement, teacher quality, socioeconomic status, school-wide 
accountability and effective leadership Since this longitudinal study consisted of two 
separate leaders, the researcher separated the data into two time periods, 2011-2013 lead 
by Leader 1 or former leader and 2013-2016 lead by Leader 2 or current leader. The 
researcher first sought to determine if there were any significant differences in scores 
during those two periods. As evidenced in the achievement data, Period 1 had 
significantly higher scores than Period 2. The researcher then sought to consider which, if 
any of the variables researched had any impact on academic achievement in either time 
period.  
The habits of an effective leader do have an impact on achievement. According to 
this study, during the first three years of the school’s existence the test scores were 
highest, as evidenced by the annual Governors Report Card. Even though the test 





in those changes when assigning the letter grade. During Leader 1’s tenure, the grades 
were B, A, B consecutively, while during Leader 2’s tenure the graded were C, C, D.  
RQ2: To what extent is it necessary for students and staff to have a shared 
belief system? 
One of the interview questions asked, “What would you consider one of the most 
positive contributing factors that affected academic outcomes of this charter school for 
males?” Leader 1 responded by saying without a doubt high expectations. He went on to 
say that during his tenure he was blessed to have a team who also bought into that vision. 
He stated that everyone was pretty committed to proving that the standards could be high 
and African-American males could attain them. He discussed the teachers having high 
expectations for themselves as well as for the students and that there was a commitment 
to perseverance, and everyone understood that they needed to keep working until they got 
it right. 
Leader 2 was more focused on the actions of the students and didn’t really 
elaborate on any belief system or high academic standards. He did not discuss any 
concrete vision he had for the school other than to have all of the students graduate and 
go to college.  
RQ3:  What role does the principal play in the culture of the school and its 
impact on achievement?  
The principal plays a great role in the culture of the school and its impact on 
achievement. There were five survey questions related to the culture of the school in the 





positive culture in which teachers and students were happy, one in which teachers as well 
as himself were willing to go the extra mile and positive roles models were evident. The 
first question under School Culture asked if the school leader was directly responsible for 
the school culture, 96% of respondents either strongly agreed (68.88%) or agreed 
(28.08%) that Leader 1 was directly responsible for school culture. Based on the test 
scores during that time, the assumption is made that culture is largely controlled by the 
school leader and it has a significant impact on achievement. Overall, Leader 1 had an 
average of 68% strongly agree responses related to providing a positive culture compared 
to Leader 2 with 32%. Most troubling is that 0% of the respondents strongly agreed with 
Q7: Our school culture is positive, one in which students and teachers are happy and 79% 
either strongly disagreed or disagreed when asked of Leader 2 compared to Leader 1 who 
received 75% strongly agreed or agreed for the same question. 
RQ4:  What role does parental involvement play in achievement? 
According to this study, parental involvement had no impact on achievement. The 
research revealed that the survey respondents strongly agreed (68%) that parental 
involvement was necessary for students to be successful, though the researcher was not 
able to obtain any collected data. Neither leader addressed parental involvement in any of 
their reposes.  
RQ5:  What is the impact of teacher quality on achievement? 
According to the study teacher quality, defined by the number of year of 
experience, had no impact on achievement. After analyzing the data, specifically looking 





(Period 1) and 2015-2016 (Period 2), it is apparent that for each of those years the vast 
majority of teachers had less than 5 years’ experience prior to coming to Debarge 
Academy. Both Periods 1 and 2 had over 90% of teachers with less than 5 years of 
experience; however, Period 1 had significantly greater assessment scores than Period 2. 
In fact, in 2016, 16 teachers had more than 5 years’ experience, yet that year the 
Academy showed the lowest assessment scores in the history of the school.  
RQ6:  What role if any, does social economic status have on achievement? 
Socioeconomic status did not seem to have an impact on achievement based on an 
analysis of the data, particularly the percentage of students receiving free and/or reduced 
lunch in 2012-2013 (Period 1) and 2014-2016 (Period 2). The average free and/or 
reduced population for all five years is 61.2%; 2012, with a free and/or reduced 
population of 56% had the lowest percentage of students on free and/or reduced lunch 
during the five years; 2016, with a student population of 380 students with a free and/or 
reduced population of 65% received a CCRPI score of 61.2%; the lowest score received 
in the history of the school; 2013, with a student population of 160, had a free and/or 
reduced population of 63%, only 2 percentage points less than the year 2016, yet still 
received a CCRPI score of 95%, the first year of the implementation of the Georgia 
Milestones and the last year Leader 1 was principal. The following year (2014), Leader 1 
resigned in late October and Leader 2 officially began his tenure as principal the 
following January. That year the Academy earned a CCRPI score of 85%. Worth noting 
is that Leader 2 had only been principal for 3 months prior to the students taking the 





RQ7:  What role if any does intelligence have on achievement?  
The researcher defined intelligence as determining people’s ability to learn and to 
achieve academically, as measured by test scores. The researcher completed a document 
analysis of assessment data through a retrospective longitudinal study of assessment data 
over the years 2011-2016. Using the quote originally from Mark Twain but widely used 
by psychologists that states, “past behaviors are a predictor of future behaviors,” the 
researcher compared Period 1 (2011-2013) to Period 2 (2013-2016). Period 1, under 
leader 1, had an average achievement score of 92%, while Period 2, under Leader 2, had 
an average achievement score of 72%, a 20% point difference. Based on the results of the 
study, intelligence defined as one’s ability to achieve academically on state assessments 
is not a predictor of future achievement. One would suppose that the earlier assessment 
scores, if all other variables remained constant, would be a predictor of subsequent 
scores, it is obvious that in this study that was not the case. The only variable that 
remained constant as a having impact on student achievement was the leader of the 
school. The respondents clearly felt intelligence was not innate, 68% either strongly 
disagreed or disagreed with the statement “some people are born smart, others are not.” 
Most striking is 96% of participants either disagreed or strongly disagreed that “test 
scores are the truest measure of ability” while 100% strongly disagreed or disagreed that 
“white students are usually smarter than blacks.” These responses help dispel the notion 
that intelligence is innate and socioeconomics and race are predictors of achievement. 






RQ8:  What role does teacher and leader evaluation have on achievement? 
The researcher was unable to ascertain what if any teacher and leader evaluation 
had on achievement because of a lack of data. For that reason, this research question was  
excluded from the study. 
RQ9:  What is the impact of school-wide accountability on achievement? 
School-wide accountability defined as a systematic process to measure the 
effectiveness of the processes and procedures of a school and its teachers and leaders, 
was difficult to measure and appeared to be the same for all students thus difficult to 
account for differences in student achievement. Though, looking at the difference in 
achievement during the two periods and two leaders, school-wide accountability might be 
an effect of the ability of the School Leader 1 to implement processes and procedures that 
positively impacted achievement during 2011-2013.  
Three themes emerged from this data: 
1. What are the habits of an effective principal and what impact do they have 
on achievement?  
2. To what extent is it necessary for students and staff to have a shared belief 
system?   
3. What role does the principal play in the culture of the school and its impact 
on achievement? 
There is considerable overlapping of the three emerging themes, all of them fall under the 





decisions principals make every day. Academic achievement must lie at the core of every 
decision principals make.  
 
Implications 
Charter School Leaders 
Many in the field of education support the notion that the school leader is directly 
responsible for everything that happens in the school. The findings of this research 
support that notion. In interviewing both leaders there was stark differences in their 
visions, ideologies about education and their visions, however there was little variances 
between the two periods in SES, teacher quality and school accountability. Most notable 
however, were the differences in the opinions of the school’s stakeholders of the two 
leaders and ultimately their ability to lead effectively. 
 
Shared Belief System 
When considering the vast difference in the test scores, a shared belief system is 
necessary for achievement in African-American males. Leader 1 stated, “All of us were 
pretty committed to the idea that if they didn’t get it, then we had to figure out how to 
help them get it, so we had high expectations…thus the increased test scores” (personal 
communication, October 23, 2016).  A leaders’ ability to foster a belief that the students 
are capable of meeting high academic expectation is vital in producing high scores. 
 
School Culture 
The principal plays a great role in the culture of the school and its impact on 





online survey. Respondents overwhelmingly strongly agreed that Leader 1 provided a 
positive culture in which teachers and students were happy, one in which teachers as well 
as himself were willing to go the extra mile and positive roles models were evident. 
When teachers and students enjoy their learning environment, it positively impacts test 
scores. 
 
African-American Male Charter Schools 
Raising the achievement levels of African-American males is of utmost urgency. 
This can be done most easily in single-gender charter schools for reasons provided in 
Chapters I and II of this research paper. School leaders in single-gender-charter schools 
must have the knowledge, skills, and disposition to understand the distinct developmental 
needs of boys and the ability to implement instructional pedagogy that supports those 
differences. Charter schools are a large component of school choice. Charter schools have 
the ability to look past district red tape, certifications and credentialing requirements.  
 
School Districts and State Charter School Boards  
School boards of charter schools must be intentional when hiring school leaders, 
particularly for schools that educate African-American males. It is essential that the 
leader is capable of transforming a school if necessary and have the knowledge, skills and 
disposition to do so. If the governing body does not have an understanding of the 
population they are serving and the needs of this population, they will not be able to 
select the type of leader needed. Those persons making the decision as to who will be 





particularly what skills and dispositions are essential for an effective school leader of 
African-American males to have.   
 
Recommendations 
Charter School Leaders 
• The district and school leadership must create an organizational culture 
committed to all students learning at a higher level. This means all students 
are expected to achieve at a high level. Leader 1 stated he was blessed to be 
able to have people who bought into his vision of high expectations for all of 
the students.  
• The school leader must have the ability to galvanize the entire staff in the 
shared belief system that all children can and will learn. This culture is 
reflected with evidence of inclusion to include all students the opportunity of 
taking advanced classes to expand opportunities for rigorous instruction 
(Taylor, 2010).    
• Public school leaders must be the instructional leaders of their school. They 
must have high expectations of teachers, students and, most importantly, 
themselves.    
• School leaders must work to develop a learning culture that demonstrates 






Shared Belief System 
• The school leader must have the ability to galvanize his entire staff in the 
shared belief system that all children can and will learn. The leader must 
believe this first and foremost as an individual.   
• The school leaders must be reflective and have some history of academic 
excellence. 
School Culture 
• The leader of the school must insist on creating a culture that celebrates 
African-American males and tells them they are good enough every day.  
•  Providing strong positive male role models is essential to the success of an 
African-American male charter school.  
• The leader must be seen as the instructional leader in the school and facilitate 
a culture that empowers students and teachers alike.  
• The school leader must insist that everyone who works in the building share 
the same vision.  
 
African-American Male Charter Schools 
• School leaders must have the autonomy necessary to make decisions in the 
best interest of their students.   
• School Leaders should understand and embrace the gender and racial 





• They must insist on creating a culture that celebrates the African-American 
male and continue to promote students self-worth and future contributions to 
our grater society.  
 
School Boards and State Charter School Boards  
• School boards should be required to research successful leaders as they seek 
to lead an all-male charter schools. The process should include an extensive 
interview to ensure that the disposition, content knowledge and required skills 
are aligned for the leader to be successful.   
• The governing body of a charter school must demonstrate that they have 
confidence in the leader in order to allow the leader to effectively lead the 
organization.    
• The governing body and the school leader must work together to develop a 
successful shared governance that will  ensure that the established charter  is 
successful for students, parents, and the professional staff selected to 
implement the goals of the charter. 
 
Recommendations for Future Research 
This research would have been more reliable if the sampling size of survey 
respondents had been larger as well as number of school leaders interviewed. If time had 
permitted, the researcher would have liked to interview principals of other single-gender 
male charter schools, specifically the leaders of Eagles Academy in Bronx, New York 
and Urban Prep in Chicago to provide a more thorough sampling. The number of 





participate. This study could be conducted to allow more time to include larger sampling 
sizes for both survey respondents and interviewees. 
 
Conclusions 
In conclusion, there seems to be a strong correlation between the habits of an 
effective leader and achievement. The researcher had hoped to provide insight as well as 
strategies into effective ways to close the achievement gap between African-American 
males and their counterparts through examination of some of the correlates of a particular 
African-American male charter school. This insight is provided in the Implications and 
Recommendations section of this research. 
The literature researched for this case study sought to examine the impact school 
principals have on academic achievement of African-American males in a single-gender 
environment, particularly a charter school. The research also provided an examination of 
intelligence theory specifically, intelligence as measured by state test scores and class 
theory, through an examination of the school’s SES data. Lastly, the habits of an effective 
leader and his impact on the belief system, values and behaviors in an African-American 
male charter school and the influence he has on teachers, parents and students was 
examined. 
This research revealed the most important factor in African-American males and 
achievement is effective leadership, without that nothing else matters, with that 
everything is possible. Lorraine Monroe’s formula for raising academic achievement for 
African-American students lists leadership as the essential ingredient. The effective 





factor that directly or indirectly impacts achievement. An effective leader is a visionary 
and promotes high expectations from teachers, students and most importantly himself. He 
creates a positive culture in the building and most importantly a shared belief system that 
all students can and will succeed, regardless of their intelligence or socio-economic 
status. The leader must see himself as the instructional leader in his school, have a shared 
belief system that all children can and will learn, and facilitate a culture that empowers 
students and teachers alike. Results of this research investigation provide implications 
and recommendations for all schools educating African-American males in single-gender 







Achievement Data Tables 
 
Table A-1  
 
Achievement Data by Subgroup, 2011-2012 
 
2011-12 Gender Male English Language Arts 141  2.8%  55.3%  41.8%  
Mathematics 141  7.1%  57.4%  35.5%  
Reading 141  2.8%  65.2%  31.9%  
Science 148  16.9%  52.0%  31.1%  
Social Studies 148  25.7%  35.8%  38.5%  
Race/Ethnicity Black or African 
American 
English Language Arts 141  2.8%  55.3%  41.8%  
Mathematics 141  7.1%  57.4%  35.5%  
Reading 141  2.8%  65.2%  31.9%  
Science 148  16.9%  52.0%  31.1%  
Social Studies 148  25.7%  35.8%  38.5%  
Disability Status Students with 
Disabilities 
Science 16  50.0%  37.5%  12.5%  
Social Studies 16  62.5%  37.5%  0.0%  
Students without 
Disabilities 
English Language Arts 132  1.5%  55.3%  43.2%  
Mathematics 132  4.5%  59.1%  36.4%  
Reading 132  3.0%  62.9%  34.1%  
Science 132  12.9%  53.8%  33.3%  







English Language Arts 141  2.8%  55.3%  41.8%  
Mathematics 141  7.1%  57.4%  35.5%  
Reading 141  2.8%  65.2%  31.9%  
Science 148  16.9%  52.0%  31.1%  
Social Studies 148  25.7%  35.8%  38.5%  
Economic Status Economically 
Disadvantaged 
English Language Arts 141  2.8%  55.3%  41.8%  
Mathematics 141  7.1%  57.4%  35.5%  
Reading 141  2.8%  65.2%  31.9%  
Science 148  16.9%  52.0%  31.1%  
Social Studies 148  25.7%  35.8%  38.5%  
Migrant Status Non-Migrant English Language Arts 141  2.8%  55.3%  41.8%  
Mathematics 141  7.1%  57.4%  35.5%  
Reading 141  2.8%  65.2%  31.9%  
Science 148  16.9%  52.0%  31.1%  





Table A-2  
Achievement Data by Subgroup, 2012-13 
 
2012-13 Gender Male English Language Arts 143  2.1%  51.0%  46.9%  
Mathematics 142  4.9%  63.4%  31.7%  
Reading 143  1.4%  57.3%  41.3%  
Science 147  10.9%  68.0%  21.1%  
Social Studies 147  8.8%  39.5%  51.7%  
Race/ 
Ethnicity 
Black or African 
American 
English Language Arts 141  1.4%  51.8%  46.8%  
Mathematics 141  5.0%  63.8%  31.2%  
Reading 142  1.4%  57.7%  40.8%  
Science 145  10.3%  68.3%  21.4%  





English Language Arts 19  10.5%  78.9%  10.5%  
Mathematics 18  27.8%  72.2%  0.0%  
Reading 19  5.3%  89.5%  5.3%  
Science 23  34.8%  65.2%  0.0%  
Social Studies 23  34.8%  47.8%  17.4%  
Students without 
Disabilities 
English Language Arts 124  0.8%  46.8%  52.4%  
Mathematics 124  1.6%  62.1%  36.3%  
Reading 124  0.8%  52.4%  46.8%  
Science 124  6.5%  68.5%  25.0%  




Not Limited English 
Proficient 
English Language Arts 143  2.1%  51.0%  46.9%  
Mathematics 142  4.9%  63.4%  31.7%  
Reading 143  1.4%  57.3%  41.3%  
Science 147  10.9%  68.0%  21.1%  





English Language Arts 143  2.1%  51.0%  46.9%  
Mathematics 142  4.9%  63.4%  31.7%  
Reading 143  1.4%  57.3%  41.3%  
Science 147  10.9%  68.0%  21.1%  
Social Studies 147  8.8%  39.5%  51.7%  
Migrant 
Status 
Non-Migrant English Language Arts 143  2.1%  51.0%  46.9%  
Mathematics 142  4.9%  63.4%  31.7%  
Reading 143  1.4%  57.3%  41.3%  
Science 147  10.9%  68.0%  21.1%  






Table A-3  
























2013-14 Gender Male English 
Language Arts 
164  2.4%  52.4%  45.1%  
Mathematics 161  8.1%  64.6%  27.3%  
Reading 166  1.2%  42.2%  56.6%  
Science 169  17.8%  59.2%  23.1%  
Social Studies 169  11.2%  40.2%  48.5%  




162  2.5%  52.5%  45.1%  
Mathematics 159  7.5%  65.4%  27.0%  
Reading 164  1.2%  42.1%  56.7%  
Science 167  17.4%  59.9%  22.8%  
Social Studies 167  10.8%  40.7%  48.5%  




17  11.8%  64.7%  23.5%  
Mathematics 14  35.7%  42.9%  21.4%  
Reading 19  10.5%  63.2%  26.3%  
Science 22  50.0%  45.5%  4.5%  





147  1.4%  51.0%  47.6%  
Mathematics 147  5.4%  66.7%  27.9%  
Reading 147  0.0%  39.5%  60.5%  
Science 147  12.9%  61.2%  25.9%  
Social Studies 147  6.8%  39.5%  53.7%  
English Proficiency 
Status 




164  2.4%  52.4%  45.1%  
Mathematics 161  8.1%  64.6%  27.3%  
Reading 166  1.2%  42.2%  56.6%  
Science 169  17.8%  59.2%  23.1%  
Social Studies 169  11.2%  40.2%  48.5%  




164  2.4%  52.4%  45.1%  
Mathematics 161  8.1%  64.6%  27.3%  
Reading 166  1.2%  42.2%  56.6%  
Science 169  17.8%  59.2%  23.1%  
Social Studies 169  11.2%  40.2%  48.5%  
Migrant Status Non-Migrant English 
Language Arts 
164  2.4%  52.4%  45.1%  
Mathematics 161  8.1%  64.6%  27.3%  
Reading 166  1.2%  42.2%  56.6%  
Science 169  17.8%  59.2%  23.1%  






Table A-4  


















2013-14 Gender Male 9th Grade Literature and 
Composition 
60  5.0%  48.3%  46.7%  
Coordinate Algebra 60  56.7%  41.7%  1.7%  
Physical Science 60  8.3%  50.0%  41.7%  
Race/Ethnicity Black or 
African 
American 
9th Grade Literature and 
Composition 
60  5.0%  48.3%  46.7%  
Coordinate Algebra 60  56.7%  41.7%  1.7%  
Physical Science 60  8.3%  50.0%  41.7%  
Disability Status Students with 
Disabilities 
9th Grade Literature and 
Composition 
11  18.2%  63.6%  18.2%  
Coordinate Algebra 11  90.9%  9.1%  0.0%  




9th Grade Literature and 
Composition 
49  2.0%  44.9%  53.1%  
Coordinate Algebra 49  49.0%  49.0%  2.0%  






9th Grade Literature and 
Composition 
60  5.0%  48.3%  46.7%  
Coordinate Algebra 60  56.7%  41.7%  1.7%  
Physical Science 60  8.3%  50.0%  41.7%  
Economic Status Economically 
Disadvantaged 
9th Grade Literature and 
Composition 
60  5.0%  48.3%  46.7%  
Coordinate Algebra 60  56.7%  41.7%  1.7%  
Physical Science 60  8.3%  50.0%  41.7%  
Migrant Status Non-Migrant 9th Grade Literature and 
Composition 
60  5.0%  48.3%  46.7%  
Coordinate Algebra 60  56.7%  41.7%  1.7%  






Table A-5  
EOG Achievement Data by Subgroup, 2014-2015 
 
2014-15 Gender Male English Language Arts 207  25.1%  36.7%  35.3%  2.9%  
Mathematics 207  17.4%  44.9%  32.4%  5.3%  
Science 207  41.1%  32.9%  23.2%  2.9%  






English Language Arts 205  24.9%  37.1%  35.1%  2.9%  
Mathematics 205  17.1%  44.9%  32.7%  5.4%  
Science 205  41.0%  33.2%  22.9%  2.9%  





English Language Arts 29  65.5%  24.1%  10.3%  0.0%  
Mathematics 29  48.3%  48.3%  3.4%  0.0%  
Science 29  72.4%  20.7%  6.9%  0.0%  




English Language Arts 178  18.5%  38.8%  39.3%  3.4%  
Mathematics 178  12.4%  44.4%  37.1%  6.2%  
Science 178  36.0%  34.8%  25.8%  3.4%  







English Language Arts 207  25.1%  36.7%  35.3%  2.9%  
Mathematics 207  17.4%  44.9%  32.4%  5.3%  
Science 207  41.1%  32.9%  23.2%  2.9%  





English Language Arts 207  25.1%  36.7%  35.3%  2.9%  
Mathematics 207  17.4%  44.9%  32.4%  5.3%  
Science 207  41.1%  32.9%  23.2%  2.9%  
Social Studies 207  20.8%  44.9%  24.2%  10.1%  
Migrant 
Status 
Non-Migrant English Language Arts 207  25.1%  36.7%  35.3%  2.9%  
Mathematics 207  17.4%  44.9%  32.4%  5.3%  
Science 207  41.1%  32.9%  23.2%  2.9%  







Table A-6  





























2015-16 Gender Male English 
Language 
Arts 
238  33.6%  37.0%  28.6%  0.8%  
Mathematics 238  30.3%  41.6%  21.8%  6.3%  
Science 214  44.9%  26.2%  25.2%  3.7%  
Social 
Studies 









235  33.2%  37.0%  28.9%  0.9%  
Mathematics 235  29.8%  41.7%  22.1%  6.4%  
Science 211  44.1%  26.5%  25.6%  3.8%  
Social 
Studies 









29  72.4%  24.1%  3.4%  0.0%  
Mathematics 29  79.3%  13.8%  3.4%  3.4%  
Science 28  78.6%  14.3%  7.1%  0.0%  
Social 
Studies 







209  28.2%  38.8%  32.1%  1.0%  
Mathematics 209  23.4%  45.5%  24.4%  6.7%  
Science 186  39.8%  28.0%  28.0%  4.3%  
Social 
Studies 










238  33.6%  37.0%  28.6%  0.8%  
Mathematics 238  30.3%  41.6%  21.8%  6.3%  
Science 214  44.9%  26.2%  25.2%  3.7%  
Social 
Studies 








238  33.6%  37.0%  28.6%  0.8%  
Mathematics 238  30.3%  41.6%  21.8%  6.3%  
Science 214  44.9%  26.2%  25.2%  3.7%  
Social 
Studies 






238  33.6%  37.0%  28.6%  0.8%  
Mathematics 238  30.3%  41.6%  21.8%  6.3%  
Science 214  44.9%  26.2%  25.2%  3.7%  
Social 
Studies 






































































Gender Male 9th Grade Literature 
and Composition 
37  10.8%  54.1%  35.1%  0.0%  
American Literature 
and Composition 
37  24.3%  40.5%  29.7%  5.4%  
Analytic Geometry 37  29.7%  40.5%  27.0%  2.7%  
Biology 35  31.4%  20.0%  37.1%  11.4%  
Coordinate Algebra 37  13.5%  59.5%  21.6%  5.4%  
Physical Science 39  51.3%  35.9%  12.8%  0.0%  
US History 24  58.3%  29.2%  12.5%  0.0%  
Race/Ethnicity Black or  
African 
American 
9th Grade Literature 
and Composition 
37  10.8%  54.1%  35.1%  0.0%  
American Literature 
and Composition 
37  24.3%  40.5%  29.7%  5.4%  
Analytic Geometry 37  29.7%  40.5%  27.0%  2.7%  
Biology 35  31.4%  20.0%  37.1%  11.4%  
Coordinate Algebra 37  13.5%  59.5%  21.6%  5.4%  
Physical Science 39  51.3%  35.9%  12.8%  0.0%  






9th Grade Literature 
and Composition 
35  5.7%  57.1%  37.1%  0.0%  
American Literature 
and Composition 
32  21.9%  37.5%  34.4%  6.3%  
Analytic Geometry 32  31.3%  34.4%  31.3%  3.1%  
Biology 30  26.7%  20.0%  40.0%  13.3%  
Coordinate Algebra 35  11.4%  60.0%  22.9%  5.7%  
Physical Science 37  48.6%  37.8%  13.5%  0.0%  







9th Grade Literature 
and Composition 
37  10.8%  54.1%  35.1%  0.0%  
American Literature 
and Composition 
37  24.3%  40.5%  29.7%  5.4%  
Analytic Geometry 37  29.7%  40.5%  27.0%  2.7%  
Biology 35  31.4%  20.0%  37.1%  11.4%  
Coordinate Algebra 37  13.5%  59.5%  21.6%  5.4%  
Physical Science 39  51.3%  35.9%  12.8%  0.0%  





9th Grade Literature 
and Composition 
37  10.8%  54.1%  35.1%  0.0%  
American Literature 
and Composition 
37  24.3%  40.5%  29.7%  5.4%  
Analytic Geometry 37  29.7%  40.5%  27.0%  2.7%  
Biology 35  31.4%  20.0%  37.1%  11.4%  























Physical Science 39  51.3%  35.9%  12.8%  0.0%  
US History 24  58.3%  29.2%  12.5%  0.0%  
Migrant Status Non-Migrant 9th Grade Literature 
and Composition 
37  10.8%  54.1%  35.1%  0.0%  
American Literature 
and Composition 
37  24.3%  40.5%  29.7%  5.4%  
Analytic Geometry 37  29.7%  40.5%  27.0%  2.7%  
Biology 35  31.4%  20.0%  37.1%  11.4%  
Coordinate Algebra 37  13.5%  59.5%  21.6%  5.4%  
Physical Science 39  51.3%  35.9%  12.8%  0.0%  




















































2015-16 Gender Male 9th Grade 
Literature and 
Composition 
63  31.7%  49.2%  15.9%  3.2%  




20  45.0%  35.0%  15.0%  5.0%  
Analytic 
Geometry 
21  47.6%  19.0%  33.3%  0.0%  
Biology 77  50.6%  24.7%  20.8%  3.9%  
Geometry 12  50.0%  16.7%  25.0%  8.3%  
Physical 
Science 
25  8.0%  36.0%  44.0%  12.0%  









63  31.7%  49.2%  15.9%  3.2%  




20  45.0%  35.0%  15.0%  5.0%  
Analytic 
Geometry 
21  47.6%  19.0%  33.3%  0.0%  
Biology 77  50.6%  24.7%  20.8%  3.9%  
Geometry 12  50.0%  16.7%  25.0%  8.3%  
Physical 
Science 
25  8.0%  36.0%  44.0%  12.0%  








14  42.9%  57.1%  0.0%  0.0%  
Algebra I 14  78.6%  14.3%  7.1%  0.0%  







49  28.6%  46.9%  20.4%  4.1%  




16  31.3%  43.8%  18.8%  6.3%  
Analytic 
Geometry 
18  38.9%  22.2%  38.9%  0.0%  
Biology 59  40.7%  27.1%  27.1%  5.1%  
Geometry 11  45.5%  18.2%  27.3%  9.1%  
Physical 
Science 
23  4.3%  39.1%  47.8%  8.7%  










63  31.7%  49.2%  15.9%  3.2%  



































20  45.0%  35.0%  15.0%  5.0%  
Analytic 
Geometry 
21  47.6%  19.0%  33.3%  0.0%  
Biology 77  50.6%  24.7%  20.8%  3.9%  
Geometry 12  50.0%  16.7%  25.0%  8.3%  
Physical 
Science 
25  8.0%  36.0%  44.0%  12.0%  








46  34.8%  45.7%  17.4%  2.2%  




11  63.6%  18.2%  9.1%  9.1%  
Analytic 
Geometry 
11  54.5%  18.2%  27.3%  0.0%  
Biology 53  56.6%  20.8%  18.9%  3.8%  
Physical 
Science 
25  8.0%  36.0%  44.0%  12.0%  







17  23.5%  58.8%  11.8%  5.9%  
Algebra I 16  56.3%  12.5%  25.0%  6.3%  
Analytic 
Geometry 
10  40.0%  20.0%  40.0%  0.0%  
Biology 24  37.5%  33.3%  25.0%  4.2%  
US History 16  12.5%  43.8%  37.5%  6.3%  
Migrant 
Status 
Non-Migrant 9th Grade 
Literature and 
Composition 
63  31.7%  49.2%  15.9%  3.2%  




20  45.0%  35.0%  15.0%  5.0%  
Analytic 
Geometry 
21  47.6%  19.0%  33.3%  0.0%  
Biology 77  50.6%  24.7%  20.8%  3.9%  
Geometry 12  50.0%  16.7%  25.0%  8.3%  
Physical 
Science 
25  8.0%  36.0%  44.0%  12.0%  






Data Tables: CCRPI Scores 
 
Table B-1 
Period 2: Governor’s Report Card, 2015 – CCRPI SCORES 
 
Year Academy 
2015 C-Period 2 
2014 B-Period 2 
2013 A-Period 1 
2012 B-Period 1 
Grade conversion 
A 90 - 100 
B 80 - 89.9 
C 70 - 79.9 







Period 1: 2012 CCRPI Score 
District MS Report 88.9 0 88.9 167 167 1 CCRPI 
District Score       88.9 
 
Table B-3 
Period 1: 2013 CCRPI Score 
District MS Report 95 .5 95.5 160 160 1 95.5 
District Score       95.5 
 
Table B-4  
Period 2: 2014 CCRPI Scores  
District MS Report 85.1 0 85.1 200 271 .73801 62.80465 
District HS Report 84.5 0 84.5 71 271 .26199 22.13816 
District Score       84.9 
 
Table B-5 
Period 2: 2015 CCRPI Scores  
District MS Report 73.3 0 73.3 220 302 .728 53.362 
District HS Report 65.6 0 65.6 82 302 .272 17.843 
























65.5 0 65.5 278 407 .683 44.737 
District HS 
Report 
54.6 0 54.6 129 407 .317 17.308 
District 

















Staff Count with 
Provisional Certification* 
Staff Count with 
Professional Certification* 
 
B4 B5 B6 B7 T1 T2 T4 T5 T6 T7  Total 
  0 0 0 0 0 0 0 0 0 0 0   0 
  1 1 0 0 0 0 0 4 2 0 0   7 
  2 1 0 0 0 0 0 0 2 0 0   3 
  3 0 0 0 0 0 0 0 0 0 0   0 
  4 0 0 0 0 0 0 0 0 0 0   0 
  5 0 0 0 0 0 0 0 1 0 0   1 
  6 0 0 0 0 0 0 0 0 0 0   0 
  7 0 0 0 0 0 0 0 1 0 0   1 
  8 0 0 0 0 0 0 0 0 0 0   0 
  9 0 0 0 0 0 0 0 0 0 0   0 
10 0 0 0 0 0 0 0 0 0 0   0 
11 0 0 0 0 0 0 0 0 0 0   0 
12 0 0 0 0 0 0 0 0 0 0   0 
13 0 0 0 0 0 0 0 0 0 0   0 
14 0 0 0 0 0 0 0 0 0 0   0 
15 0 0 0 0 0 0 0 0 0 0   0 
16 0 0 0 0 0 0 0 0 0 0   0 
17 0 0 0 0 0 0 0 0 0 0   0 
18 0 0 0 0 0 0 0 0 0 0   0 
19 0 0 0 0 0 0 0 0 0 0  0 
20 0 0 0 0 0 0 0 0 0 0   0 
  21+ 0 0 0 0 0 0 0 0 0 0   0 













Staff Count with 
Provisional Certification* 
Staff Count with 
Professional Certification* 
 
B4 B5 B6 B7 T1 T2 T4 T5 T6 T7 Total  
  0 0 0 0 0 0 0 3 0 0 0   3 
  1 0 0 0 0 0 0 0 0 0 1   1 
  2 0 0 0 0 0 0 1 0 0 0   1 
  3 0 0 0 0 0 0 0 1 0 0   1 
  4 0 0 0 0 0 0 0 1 0 0   1 
  5 0 0 0 0 0 0 2 1 0 0   3 
  6 0 0 0 0 0 0 0 2 0 0   2 
  7 0 0 0 0 0 0 0 0 0 0   0 
  8 0 0 0 0 0 0 0 1 0 0   1 
  9 0 0 0 0 0 0 0 0 0 0   0 
10 0 0 0 0 0 0 0 0 0 0   0 
11 0 0 0 0 0 0 0 0 0 0   0 
12 0 0 0 0 0 0 1 0 0 0   1 
13 0 0 0 0 0 0 0 0 0 0   0 
14 0 0 0 0 0 0 0 0 0 0   0 
15 0 0 0 0 0 0 0 0 0 0   0 
16 0 0 0 0 0 0 0 0 0 0   0 
17 0 0 0 0 0 0 0 0 0 0   0 
18 0 0 0 0 0 0 0 0 0 0   0 
19 0 0 0 0 0 0 0 0 0 0   0 
20 0 0 0 0 0 0 0 0 0 0   0 
  21+ 0 0 0 0 0 0 0 0 0 0   0 











Staff Count with 
Provisional Certification* 
Staff Count with 
Professional Certification* 
 
B4 B5 B6 B7 T1 T2 T4 T5 T6 T7 Total 
  0 0 0 0 0 0 0 0 0 0 0   0 
  1 2 0 0 0 0 0 3 0 0 0   5 
  2 0 0 0 0 0 0 0 0 0 0   0 
  3 0 0 0 0 0 0 1 0 0 1   2 
  4 0 0 0 0 0 0 0 1 0 0   1 
  5 0 0 0 0 0 0 0 1 0 0   1 
  6 0 0 0 0 0 0 1 1 0 0   2 
  7 0 0 0 0 0 0 0 1 0 0   1 
  8 0 0 0 0 0 0 0 0 1 0   1 
  9 0 0 0 0 0 0 0 1 0 0   1 
10 0 0 0 0 0 0 1 0 0 0   1 
11 0 0 0 0 0 0 0 0 0 0   0 
12 0 0 0 0 0 0 0 0 0 0   0 
13 0 0 0 0 0 0 0 0 0 0   0 
14 0 0 0 0 0 0 0 0 0 0   0 
15 0 0 0 0 0 0 0 0 0 0   0 
16 0 0 0 0 0 0 0 0 0 0   0 
17 0 0 0 0 0 0 0 0 0 0   0 
18 0 0 0 0 0 0 0 0 0 0   0 
19 0 0 0 0 0 0 0 0 0 0   0 
20 0 0 0 0 0 0 0 0 0 0   0 
  21+ 0 0 0 0 0 0 0 0 0 0   0 













Staff Count with 
Provisional Certification* 
Staff Count with 
Professional Certification* 
 
B4 B5 B6 B7 T1 T2 T4 T5 T6 T7 Total  
  0 0 0 0 0 0 0 0   0 0 0   0 
  1 1 0 0 0 0 0 2   8 0 0 11 
  2 2 0 0 0 0 0 1   1 0 0   4 
  3 0 0 0 0 0 0 1   1 0 0   2 
  4 0 0 0 0 0 0 1   0 0 0   1 
  5 0 1 0 0 0 0 0   1 0 0   2 
  6 0 0 0 0 0 0 0   1 0 0   1 
  7 0 0 0 0 0 0 1   1 0 0   2 
  8 0 0 0 0 0 0 0   1 0 0   1 
  9 0 0 0 0 0 0 1   0 0 0   1 
10 0 0 0 0 0 0 0   1 1 0   2 
11 0 0 0 0 0 0 0   1 0 0   1 
12 0 0 0 0 0 0 0   1 1 0   2 
13 0 0 0 0 0 0 0   0 0 0   0 
14 0 0 0 0 0 0 0   0 0 0   0 
15 0 0 0 0 0 0 0   0 1 0   1 
16 0 0 0 0 0 0 0   1 0 0   1 
17 0 0 0 0 0 0 0   0 0 0   0 
18 0 0 0 0 0 0 0   0 0 0   0 
19 0 0 0 0 0 0 0   1 0 0   1 
20 0 0 0 0 0 0 0   0 0 0   0 
  21+ 0 0 0 0 0 0 0   1 2 0   3 










  Responsible 
Committee 
Person(s) 
1.0 The school maintains and communicates a 
purpose and direction that commit to high 
expectations for learning as well as shared values 
and beliefs about teaching and learning.  
 
1.1 The school engages in a systematic, inclusive, 
and comprehensive process to review, revise, 
and communicate a school purpose for student 
success. 
M  
1.2 The school leadership and staff commit to a 
culture that is based on shared values and beliefs 
about teaching and learning and supports 
challenging, equitable educational programs and 
learning experiences for all students that include 
achievement of learning, thinking, and life skills.   
V  
1.3 The school’s leadership implements a 
continuous improvement process that provides 
clear direction for improving conditions that 
support student learning. 
V  
2.0 The school operates under governance and 
leadership that promote and support student 
performance and school effectiveness. 
Meets  
2.1 The governing body establishes policies and 
support practices that ensure effective 
administration of the school. 
Copy of policy with 




2.2 The governing body operates responsibly and 
functions effectively. 
Board minutes of each 
entity reported each 
month. 
 
2.3 The governing body ensures that the school 
leadership has the autonomy to meet goals for 
achievement and instruction and to manage day-
to-day operations effectively. 
Documentation of 
Comprehension plan and 














2.4 Leadership and staff foster a culture consistent 
with the school’s purpose and direction. 
Teacher’s attendance and 
data pertaining to staff 
interacting in group 
settings (i.e., workshops, 
community activities) 
 
2.5 Leadership engages stakeholders effectively in 




2.6 Leadership and staff supervision and evaluation 
processes result in improved professional 
practice and student success. 
Observations/Evaluations  
3.0 The school’s curriculum, instructional design, 
and assessment practices guide and ensure 
teacher effectiveness and student learning. 
Meets  
3.1 The school’s curriculum provides equitable 
and challenging learning experiences that 
ensure all students have sufficient opportunities 
to develop learning, thinking, and life skills that 
lead to success at the next level. 
Copy of assessments and 
comprehensive plan 
 
3.2 Curriculum, instruction, and assessment are 
monitored and adjusted systematically in 
response to data from multiple assessments of 
student learning and an examination of 
professional practice. 




3.3 Teachers engage students in their learning 
through instructional strategies that ensure 
achievement of learning expectations. 
Meeting agenda dates 
signatures 
 
3.4 School leaders monitor and support the 
improvement of instructional practices of 




3.5 Teachers participate in collaborative learning 
communities to improve instruction and student 
learning. 
Minutes  
3.6 Teachers implement the school’s instructional 
process in support of student learning. 
Agenda  
3.7 Mentoring, coaching, and induction programs 
support instructional improvement consistent 
with the school’s values and beliefs about 
teaching and learning. 
  
3.8 The school engages families in meaningful ways 
in their children’s education and keeps them 














3.9 The school has a formal structure whereby each 
student is well known by at least one adult 
advocate in the school who supports that 
student’s educational experience. 
  
3.10 Grading and reporting are based on clearly 
defined criteria that represent the attainment of 
content knowledge and skills and are consistent 
across grade levels and courses. 
  
3.11 All staff members participate in a continuous 
program of professional learning. 
  
3.12 The school provides and coordinates learning 
support services to meet the unique learning 
needs of students. 
  
4.0 The school has resources and provides services 
that support its purpose and direction to ensure 
success for all students. 
Meets  
4.1 Qualified professional and support staff are 
sufficient in number to fulfill their roles and 
responsibilities necessary to support the school’s 
purpose, direction, and the educational program. 
  
4.2 Instructional time, material resources, and fiscal 
resources are sufficient to support the purpose 
and direction of the school. 
  
4.3 The school maintains facilities, services, and 
equipment to provide a safe, clean, and healthy 
environment for all students and staff. 
  
4.4 Students and school personnel use a range of 
media and information resources to support the 
school’s educational programs. 
  
4.5 The technology infrastructure supports the 
school’s teaching, learning, and operational 
needs. 
  
4.6 The school provides support services to meet the 
physical, social, and emotional needs of the 
student population being served. 
Observations/Evaluations  
4.7 The school provides services that support the 
counseling, assessment, referral, educational, and 















5.0 The school implements a comprehensive 
assessment system that generates a range of data 
about student learning and school effectiveness 






5.1 The school establishes and maintains a clearly 
defined and comprehensive student assessment 
system. 
  
5.2 Professional and support staff continuously 
collect, analyze and apply learning from a range 
of data sources, including comparison and trend 
data about student learning, instruction, program 
evaluation, and organizational conditions. 
  
5.3 Professional and support staff are trained in the 
evaluation, interpretation, and use of data. 
  
5.4 The school engages in a continuous process to 
determine verifiable improvement in student 
learning, including readiness and success at the 
next level. 
  
5.5 Leadership monitors and communicates 
comprehensive information about student 
learning, conditions that support student learning, 
and the achievement of school improvement 








Interviews with Leaders 
 
Interview with Period 1 Leader 
Speaker 2:  
Well, you can move. (clears throat). So I’m here with Dr. ______, the original 
principal of the Leadership Academy. So I'm going to ask him several questions in 
regards to his ideology and belief system as an instructional leader. What is your 
greatest accomplishment at the charter school that you were at and why? 
Period 1 Leader:  
Um, I would say (clears throat) proving or showing that young African-American 
males could perform at a level that was as high as those young men did to be the 
highest performing middle school within Fulton County’s district, with a school that 
is all African-American male, essentially is pretty difficult, I, we assume to do, so, uh, 
and to be ranked in the ... I believe it was the 97th percentile of all charters in the 
state. Like that level of performance with all boys of color, um, I feel at least proves 
to people what's possible after so long. So much time has passed where people 
probably would say it, but didn't believe it was possible. So I like to think that that 





Speaker 2:  
So the next question, why did you become a principal in a charter school targeting 
African-American males? I think you spoke to that in the first question. Would you 
like to elaborate? 
Period 1 Leader:  
Um, because I am them. Um, I grew up obviously as an African-American male in 
urban area. I grew up in Miami in, you know, classic story, broken home, poverty, 
and looking at our community, um, and feeling like it is, um, just the c-, the 
community in the country that is then historically at the bottom. Um, I mean, I think 
even if I weren't African American and simply interested in education, that might be a 
space where I might want to play anyway. Lots of people do, because if we can figure 
out how to raise the level of performance of African-American students, we would 
have accomplished something in education that is, would have to be considered to be 
amazing. And within the, the community of African Americans, it's African- 
American males that have also had the hardest time in terms of performance. So yeah, 
I wanted, I wanted to try to do the hard thing, maybe the hardest thing, in terms of 
improving performance with that group of students, uh, because the, it's important 
and then it's, it's the hard thing and it's a challenge, and also because they are me. 
Speaker 2:  





Period 1 Leader:  
Well, I think it goes back to the first question. I just think that it's possible to perform. 
I would hope, and I don't know, but I would hope that the legacy is one in which 
young men don't have an excuse and neither does whatever the team is in place to 
say, you know, there's no excuse for performing really poorly. Um, and just that there 
can be an environment where young men actually want to do well and support each 
other in doing well, and when it's not, nothing is ever perfect, but that, but that the 
kids themselves have an expectation. And I think when, before I left, I remember the 
se-, the awards program when the, the scores were announced and the, I think it was 
the seventh graders, mo-, it was 100% passing in like three subjects and 90, high/mid-
90s in the others. 
 
And then when the eighth graders were announced and it was only, 'only', I say that in 
quotes, like 89 and 91, that the seventh graders were laughing and the eighth graders 
were embarrassed. And I thought, well, something is clearly different now. And I 
think that's the legacy that I would like, that, that African-American boys are, don't 
feel good enough about themselves when they, when they pass at a 89% rate because 
they really feel they should be doing 100%. 
Speaker 2:  
What were you most frustrated by related to the work conducted at the charter school 





Period 1 Leader:  
Um, I would say resources. Funding level was low. Uh, facilities, as a resource, was 
always in a-, were always inadequate. Rooms too small, always too small, and that's 
related to funding, and just support for a charter school, and I get that. People want to 
support traditional publics above charters and that's a risk you take when you start a 
charter, but I think that was frustrating. Also the political support or the lack thereof 
from, uh, many black politicians simply because we were a charter. Even though we 
were serving, uh, predominantly black boys, it felt like people weren't really 
concerned. Uh, people weren't really trying to figure out how we were doing what we 
were doing. They weren't trying to en masse support this effort so they could have 
some example in their community of black boys doing well. When you hear people 
say how much of an issue it is to have a success story and not have people support it 
was frustrating as well. 
Speaker 2:  
And we- ... 
Period 1 Leader:  
You want some of this? 
Speaker 2:  
Oh. 
Period 1 Leader:  





Speaker 2:  
What would you consider one of the most positive contributing factors that affected 
the academic outcomes of this charter school for males? 
Period 1 Leader:  
I would say, without a doubt, high expectations. I think we were blessed to be able to 
have people who bought into the high expectations. Lots of, lots of people in places 
say, “Oh, all children can learn.” And then you look at the work that they give the 
kids and you look at what they accept as passing or acceptable work and you tell 
yourself, “No, they don't really. They don't really have high expectations.” So all of 
us were pretty committed to the idea that if they didn't get it, then we had to figure out 
how to help them get it, so we had high expectations for each other as teachers and 
staff, and, and on the kids, that if they didn't get it, they also needed to work and 
continue to work and work until they got it. 
 
And, um, once kids see that work pays off, it makes it a little easier to sell them that 
strategy all over again. And so, um, on the front end, putting in that kind of work and 
getting the results that we got, it becomes a self-fulfilling prophecy and so if kids, if 
everybody expects great performance and the performance turns out to be pretty 
good, then it, it builds on it. And then now, everybody believes okay, we can do it, 
and nobody's going to make an excuse because we did it before. And the leadership, 
even when the excuses came up, we just, all of us collectively wouldn't allow it so 





Speaker 2:  
Good, thank you. What would be one of the most challenging factors that affected the 
academic outcomes of this charter school during your tenure? 
Period 1 Leader:  
Mmm. Certainly the, the preparation of the kids that we had, kids coming to us 
where, um, well, most were not on grade level and so if you get kids who are coming 
in sixth grade and they can't read, um, and then a par-, I remember a parent 
complaining when we were giving out a bad grade that her kid had never struggled in 
reading, which I had a hard time believing 'cause I knew the kid couldn't really read 
very well. And you pull up his transcript and he's gotten Bs in all his previous two 
years before he came to us, and, and I mean, there's just no, it's not that he wasn't on 
grade level. Like he really couldn't read, and he struggled to read text fluidly, uh, just 
word recognition. And so that, that was frustrating, kids who didn't know their times 
tables in the sixth grade and didn't know what a fraction really w- ... I mean, it was, 
it’s a, it's a lot to overcome in a short amount of time. So I would definitely say that 
was a hard problem to solve in terms of the academic performance side of that. 
Speaker 2:  
And what is your greatest concern for African-American males today? 
Period 1 Leader:  
That they are not being fathered and will not grow up learning how to father. 






Period 1 Leader:  
And that creates, um, anger and frustration. It creates misguided notions of what 
masculinity, manhood, really are. Um, it promotes w-, a hyper aggressive culture to 
sort of prove masculinity because there just are no fathers around to mediate that, and 
the ones that are weren't raised by fathers, and so they're perpetuating it. And so it 
creates a hyper aggressive culture that is often disrespectful to women, but because 
the women weren't fathered, they don't know that it's disrespectful to them, and so I 
just worry that things associated with long-term success are hard to get if you're 
concerned every day with trying to be tough and hard above all else because that's all 
you know. 
 
And actual working on how to read and write and do math is kind of a secondary 
concern, so we're not going to improve if young men aren't allowed and, and I guess, 
celebrated for being strong, not just physically, but also mentally and emotionally, 
um, that they aren't celebrated for having self-control, that they aren't celebrated for 
being gentlemen or, uh, being respectful of women. If they aren't celebrated for that, 
they're not going to do it at a high level and we'll never, we'll never raise the level of 
our, not just academic performance, but our life outcomes. 
Speaker 2:  






Interview with Period 2 Leader 
Speaker 1:  
Today is November 23, 2016 and I am sitting with Mr. Doug Ward, the principal of 
Fulton Leadership Academy. 
 
 The first question that I'd like for you to respond to is, what is your greatest 
accomplishment and why? 
Period 2 Leader:  
My greatest accomplishment as it relates to education or where? 
Speaker 1:  
Uh, start with education. 
Period 2 Leader:  
Well, my greatest accomplishment was, you know, going on graduating high school, 
going on to college on a full basketball scholarship, and then finish my master's 
degree at Wright State University and going into education and starting my career 
about 24 years ago. 
Speaker 1:  
Okay. And you asked the question, you said, um, education or otherwise, so as the-, is 
there another accomplishment outside of education that you think, something that 
you're proud of? 
Period 2 Leader:  
Well, I'm proud of turning my life around when I was a kid, well teenager. I made 





having the opportunity to meet some coaches at a early age instilled in me respect and 
values and got me back on the right track, and here I am today, successful. 
Speaker 1:  
Okay. Why did you become a principal in a charter school for boys? 
Period 2 Leader:  
Well, having experience working in public schools, uh, alternative schools, and 
charter schools, when this opportunity presented itself and gave me an opportunity to 
work with a single-gender, and not have to worry about, you know, the females being 
a distraction that hopefully with just a single-gender we could just focus on education 
and not the popularity and the socialization and when the opportunity came, you 
know, I applied. And I'm sure it was a lot of other people applied, but there was just a 
ideal situation to work with single-gender and try to instill a value system in these 
young men that will last a lifetime. 
Speaker 1:  
Okay. What legacy would you like to leave and why? 
Period 2 Leader: 
The legacy I would like to leave is ensuring these young men graduate with a high 
school diploma and a full scholarship on somebody's college campus. Um, in this day 
and age with black males, you know, the choice that they’re making are not always 
the best choices and hopefully with, working with them they can get an opportunity to 





Speaker 1:  
Okay. What are you most frustrated by? 
Period 2 Leader:  
I’m frustrated with the adolescents' attitude towards everything. Um, I don’t think 
they really see the big picture of what's out there for them that's positive. I think they 
waste a lot of time on unnecessary stuff and it leads them down the wrong path and 
they can’t see what's out there for them that's positive and they, and they don't listen 
to people who have walked the road or they've came where they're coming through 
and they just can't see it at this age. And hopefully the light will come on at some 
point and they can see everything that we’ve been trying to tell them every day. 
Speaker 1:  
And what is your greatest concern for African-American males today? 
Period 2 Leader:  
Opportunity. Um, not taking advantage of it. Um, wanting to focus on things that’s 
not going to lead them to a better life. Um, decision making. Uh, knowing how to 
process situations and make the right decision. And, I think, if they learn that part of 
making the right decision, they'll be successful, but it takes a lot. Sometimes it takes 
getting in trouble to realize that, you know, you didn't make the right decision and if 
you get a second chance, then hopefully it will lead them down the right path. 
Speaker 1:  
Okay. Well, those are the questions that I have for you. Thank you for taking the time 





people who will see these questions are the people who are on my dissertation 
committee. Thank you. 
Period 2 Leader:  
You're welcome. That was easy. 
Speaker 1:  









Please answer each question for both former and current principals with  
 
4 = Strongly Agree    3 = Agree           2 = Disagree     1 = Strongly Disagree 
 
 Former Principal Current Principal 

































































Leadership         
The major player in our school is the principal.         
The principal makes every effort to make          
 relationships with each student.         
The principal places the most emphasis on          
 student achievement.         
The principal is smart and knows the content of          
 most subjects.         
The principal strives to create a safe and inviting         
 climate.         
Culture         
The school leader is directly responsible for the         
 culture of the school.         
Our school culture is positive, one in which          
 students and teachers are happy.         
The men in our school are positive role models          







 Former Principal Current Principal 

































































It is difficult to change school culture.         
Our principal and teachers go the extra mile for         
 student success.         
School Accountability         
We have teachers who know the content and are          
 able to convey their knowledge to students.         
Teachers here like their students.         
Teachers are required to work hard.         
Teachers are smart.         
The school holds teachers accountable when          
 They are not effective in the classroom.         
Assumptions         
Some people are born smart, others are not.         
Test scores are the truest measure of ability         
Parental involvement is necessary for students to          
 be successful.         
Students on free and/or reduced lunch tend to          
 have lower test scores than students who          
 are not.         
White students are usually smarter than black          
 students.         
Interview Questions for Principals         
What is your greatest accomplishment and why?         
Why did you become a principal in a charter          
 school for boys?         
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What are you most frustrated by?         
What is your greatest concern for African-         
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